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Abstract 
 
 
In the context of Indonesia tertiary education, the teaching and learning of reading in 
second language (L2) is aimed at improving students’ reading ability to comprehend 
specific texts related to their fields of study (Dardjowidjojo, 2000) so that they can 
develop knowledge and become globally competitive graduates (Directorate General of 
Higher Education, 2008). However, L2 reading instruction has tended to focus on the 
explicit teaching of reading strategies on the grounds that a strong grasp of reading 
strategies would lead to better reading comprehension skills. Whereas such explicit 
teaching of reading strategies might benefit students, it is equally doubtful if it alone can 
adequately help them become proficient L2 readers. Previous research in Indonesia has 
also suggested that English language learning in Indonesia is characterized by a lack of 
teachers’ capacity in regard to the pedagogical and professional aspects, lack of 
students’ motivation and of adequate facilities especially in rural schools, and big class 
sizes (Madya, 2000; Yulia, 2014). In the same vein, research on the use of L2 reading 
strategies in Indonesia has mostly relied on questionnaires and semi-structured 
interviews to identify learners’ use of reading strategies. Such data collection 
approaches might be susceptible to the issue of validity as it relies heavily on learners’ 
accurate judgement and truthfulness in responding to questions. In addition, it provides 
little empirical evidence indicating learners’ use of reading strategies in processing L2 
reading texts. 
Therefore, this research seeks to expand L2 reading perspectives by acknowledging L2 
reading as a complex process of knowledge construction involving cognitive, 
pedagogical and social dimensions of learning. It is a series of case studies of twelve 
English education students from three private universities located in Yogyakarta. It was 
conducted with a mixed-method analysis using the recall protocol as the primary data 
collection procedure. The quantitative data were drawn from the recall protocol, a 
specially designed grammar sensitivity test, the Burt word recognition test, and a 
questionnaire, while the qualitative data were gathered from interviews. The twelve 
students were selected out of thirty student participants by reviewing their recall using 
maximum variation sampling (Patton, 1990). Two students with the highest scores of 
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successful recalls and two students with the lowest scores were selected from each 
university to make a total of six participants with high recall and six participants with 
low recall. 
The research findings revealed different types of errors and sources of errors exhibited 
by the participants during the reading comprehension process. The types of errors found 
were omission, addition, replacement, mixing, and switching, whereas the sources of 
errors were syntactical difficulty, vocabulary difficulty, lack of knowledge of rhetorical 
structure, lack of previous knowledge, memory, lack of comprehension monitoring, L1 
interference, and other factors. The different types of errors were understood to have 
reflected different cognitive strategies being exercised to comprehend the text while the 
different sources of errors reflected the difficulties prompting the use of those cognitive 
strategies. It was found that replacement of a word or phrase was the most frequently 
used cognitive strategy to deal with unknown vocabulary and syntactical structure. The 
finding aligned with the participants’ response to About-the-test Questionnaire which 
placed vocabulary and syntactical difficulty as the two most difficult areas of the text. It 
also aligned with the result from the correlational analysis of sub-independent variables 
which showed vocabulary, syntactical difficulty, and lack of knowledge of rhetorical 
structure as having a positive correlation with the number of units recalled with 
correlation coefficient at 0.675, 0.481, and 0.389 respectively. Similarly, the results 
from Grammar sensitivity test and Burt word recognition test confirmed such 
significantly positive correlations, meaning that the higher the grammar score, the more 
number of successful recalls by the reader and viceversa. 
The findings also revealed that the students with high recall displayed a more skillful 
and creative deployment of various cognitive strategies resulting in more successful 
units recalled than those with low recall. Their recalls were characterized by a high level 
of representation of major ideas and a low level of representation of minor ideas, thus 
strongly indicating an exercise of interactive model of text processing. On the other 
hand, students’ low recall was characterized by a minimum level of representation of 
major ideas with equally a high number of isolated words and fragmented phrases. It 
was likely that they utilized not only fewer cognitive strategies, but also less successful 
deployment of those strategies, resulting in much fewer successful units recalled. 
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The analysis of the students’ interviews strongly suggested that students with a higher 
level of self-motivation and out-of-class reading engagement generally scored a higher 
percentage of recall. By contrast, both students with high and low recall showed mixed 
perceptions about their reading class and their teachers’ teaching approaches. The 
interviews with the reading teachers revealed such themes as teachers’ unsettled 
identity, lack of proper knowledge of teaching reading and issues with the reading 
curriculum mandated by their respective universities. This was compounded by an 
overwhelming sense of disillusion on the part of the students with their reading teachers 
and class. Such a finding seems to confirm the generally perceived lack of English 
proficiency among English teachers at different levels of education inIndonesia. 
This research concluded by recommending L2 reading teachers to pay more attention to 
the issue of content and quantity in L2 reading instruction. To help develop reading 
skill, L2 readers need to be exposed to a substantial amount of reading materials over an 
extended period of time. Likewise, the reading contents should also resonate with 
students’ interests and cultural resources. There is also a need view L2 reading skill 
development and teaching beyond merely a cognitive process of decoding texts and a 
transmission of reading strategy knowledge deprived of social context.The significance 
of students’ interest, identity, knowledge resources, cultural beliefs and values as well 
as agency need to be more acknowledged and incorporated into the design of a L2 
reading curriculum in order to facilitate meaningful engagement for students. Further 
research into the possibility of helping learners take control of their own reading 
activities outside the class room is very much recommended to capitalize on the 
findings of this research as well as the possibility to integrate out-of-classroom learning 
into the L2 reading class curriculum. 
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CHAPTER I 
 INTRODUCTION 
 
1.1. Background of the Study 
 
The significance of the capacity to read cannot be more emphasized because it is the 
key to acquiring knowledge, broadening horizons and building self-capacity. Reading 
provides both exposures to a whole range of new and rich information as well as 
providing different perspectives which may not be accessible through actual personal 
encounters. Through reading, people have the chance to experience the life of others, 
and to interact with different ideas and experiences in a way that would enhance their 
knowledge and awareness about different aspects of life, thereby allowing multiple 
perspectives to develop. The benefit of reading may also include the acquisition of 
different reading skills and cognitive strategies as individuals build and develop positive 
reading habits over time. As such, the ability to process information through reading 
becomes critically important if reading is to generate actual learning in which diverse 
forms of information can be processed into cognitive internalization leading to 
accumulated knowledge. Through reading, individuals gain knowledge to elevate their 
quality of life and contribute to the betterment of society. At the social level, reading, 
thus, is a crucially important literacy skill as a means towards creating a highly literate 
society. 
In the context of Indonesia as a developing country, the ability to read in L2, especially 
English, becomes ever more relevant as Indonesia is constantly faced with the need to 
keep abreast of global issues and developments in science and technology. L2 reading 
proficiency could play a decisive role in facilitating a transfer of knowledge and 
technology mediated in and through texts written in English. Furthermore, L2 reading 
skills are increasingly playing their instrumental role with the emergence of digital 
literacy practices afforded by the Internet where English is still predominantly used as a 
common language across the globe. For Indonesians, this could mean immense 
exposure to L2 texts which require them to be able to navigate, select, and evaluate a 
large quantity of information to their benefit. 
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Given the significance of reading in the acquisition of knowledge, and the development 
of individual literacy in general, it is of paramount importance to understand the nature 
of reading: how readers interact with text, what factors may come into play during 
reading activity and how reading comes to be acquired as a habit. In the context of 
classroom pedagogy, and teaching a reading class, understanding these aspects could 
help teachers design the most efficient instructional methods which would help learners 
become efficient and proficient readers. For example, teachers need to be aware of 
aspects of reading which may impede learners’ reading activity and accordingly select 
pedagogical approaches which would minimize such impact. Similarly, understanding 
the nature of reading may guide teachers in designing assessment procedures which 
would accurately measure what they purport to measure. 
Within a pedagogical approach, much has been theorized and researched with regard to 
the strong link between L2 reading and learning engagement, and in particular, L2 
acquisition. For example, in response to the pedagogical value of Extensive Reading, 
Krashen (2004) views extensive reading as key in the development of L2 reading 
fluency, writing style, grammatical competence, and spelling. In addition, extensive 
reading has been found to improve TOEFL scores in both first language (L1) and 
second language (L2) environments (Constantino, Lee, Cho, & Krashen, 1997) and 
among poorly motivated students. In another study by Lao and Krashen, (2000) and 
Rott (1999), it was revealed that extensive reading fosters vocabulary growth and 
development. It is within this notion that we should consider reading as critically 
important in L2 proficiency development as it offers pedagogical leverage for the 
development of learners’ English proficiency as well as individual literacy 
development. 
As a literacy skill, reading in L2 certainly poses many more challenging tasks for 
learners of English. As pointed out by Alderson (2000), reading in a second language 
(L2) is complex, dynamic and multidimensional since it involves interactions among 
the reader’s linguistic competence (e.g. incomplete, fragmented or not fully-developed 
linguistic, strategic, discourse and sociolinguistic competence), personal 
characteristics (e.g, learning and cognitive style, gender, motivation and volition, 
socio-economic status, educational levels) and external contexts (e.g., topics, text 
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characteristics, reasons to read, stakes of reading, time constraints). As such, it is 
equally important for L2 teachers to understand these different aspects of L2 reading 
for it has implications in the way they approach teaching a reading class. 
In the past decades, there have been numerous research studies which have examined 
the nature of L2 reading. Different researchers have been interested in investigating the 
contribution of different factors such as individual reader factors (L1 literacy, language 
proficiency, background knowledge, metalingusitic knowledge, metacognition, strategy 
use, motivation and affect) and contextual factors (text topic and content, text type and 
genre, and text readability). Both Lee and Schallert (1997) and Schoonen, Hulstijn and 
Bossers (1998) have identified two key components affecting reading performance. 
They are language-specific knowledge such as L2 vocabulary, structure, and grammar 
and general metacognitive knowledge such as the awareness of and the ability to 
regulate one’s cognition and learning processes which are often referred to as general 
reading ability. Language-specific knowledge has been identified as a strong predictor 
of L2 reading performance (Mahoon, 2006; Schoonen et al., 1998). There have also 
been a number of studies showing a correlation between reading achievement of 
students in EFL contexts and English proficiency. For example, Ardasheva, Tretter, and 
Kinny (2012), in a study of 18,528 middle school students attending 22 schools in a 
large U.S. urban school district, found that ELL (English Language Learner) with high 
English proficiency outperformed those with low English proficiency on the state- 
mandated reading achievement test. 
The use of reading strategies has also been a subject of interest in the discussion about 
L2 reading. Block (1992, p. 320) concedes that L2 readers need to be ready to “stand 
back and observe themselves” when they read. This notion is further supported by 
Carrell, Gajdusek and Wise (1998) with their proposition that what matters may not be 
so much what strategies learners use, but rather the knowledge of when, how and why a 
strategy is to be used. When some metacognitive processes such as goal setting, 
planning how to achieve goals, monitoring goal attainment and revising plans are 
deployed automatically, they lose the significance of being part of the higher-level 
processing because they do not appear to be beyond the processing level. 
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On the interconnectedness of metacognition and cognitive strategy, Anderson (2005) 
and Bacman (1990) both maintain that metacognitive strategies have a direct impact on 
cognitive strategies in L2 learning, use and performance. Cognitive strategies in turn 
have a direct impact on L2 performance since they determine the extent to which 
learners are able to process information in L2 more efficiently.  
Research on strategy use in L2 reading comprehension has also revealed how strategic 
behaviour is related to effective reading comprehension (e.g., Anderson, 1991; Barnett, 
1988; Bernhardt, 1986). In general, it has been revealed that successful L2 readers know 
how to use appropriate strategies to enhance text comprehension (Alderson, 2000; 
Yang, 2002). By contrast, poor readers generally lack effective metacognitive strategies 
(Alderson, 2000) and have little awareness on how to approach reading (Baker & 
Brown, 1984). They also have deficiencies in the use of metacognitive strategies to 
monitor their understanding of texts (Pitts, 1983). The extent to which perceived 
cognitive and metacognitive strategies influence language test performance has also 
been investigated by Purpura (1999) of Columbia University in a study of 1,382  
learners taking UCLES’s First Certificate in English (FCE) Anchor Test. He found that 
cognitive processing was a multi-dimensional construct constituting a set of 
comprehending, memory and retrieval strategies which worked with one another to 
impact on language performance. He identified a model of metacognitive strategy use as 
a unidimensional construct consisting of a single set of assessment processes such as 
goal setting, planning, monitoring, self-evaluating and self-testing. Purpura revealed 
that metacognitive processing had significant direct and positive effects on the three 
components of cognitive processing. 
Phakiti (2003) conducted research focusing on the relationship between cognitive and 
metacognitive strategies and reading test performance through the use of a cognitive 
and metacognitive questionnaire, retrospective interviews and an EFL achievement test. 
In his study of 384 Thai learners, he found that metacognitive strategies corresponded 
positively with cognitive strategies. Through qualitative data analysis, he concluded that 
cognitive and metacognitive strategy use by successful test-takers was highly complex. 
For example, when they translated part of a text (cognitive strategy use), they also 
checked if it made sense (evaluating strategy use), and when they made efforts to 
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summarize the passage (cognitive strategy use), they checked for comprehension 
(monitoring strategy use). In view of the relationships between strategies and test 
performance, there was a positive correlation between both cognitive and metacognitive 
strategies with the reading test performance. Interestingly, based on their reading 
performance, Phakiti (2003) classified learners into three different groups, i.e. highly 
successful, moderately successful, and unsuccessful and investigated how these 
different groups made use of metacognitive strategies. He found that the highly 
successful learners demonstrated significantly more frequent use of metacognitive 
strategies than the moderately successful ones, who in turn demonstrated higher use of 
these strategies than the unsuccessful ones. 
In a similar vein, Schoonen et al. (1998), drawing upon Flavel’s metacognitive theory 
(1979), identified four different components of metacognitive knowledge: knowledge of 
self, knowledge of text, knowledge of learning goals, and strategic competence. 
Metacognitive knowledge and strategy use have been found to correlate with and 
predict L2 reading performance (Schoonen et al., 1998). Furthermore, Schoonen et al. 
(1998) also found that vocabulary knowledge was the best predictor of L2 reading 
performance of 556 Grade 8 and 10 students. Interestingly, the role of vocabulary 
knowledge decreased in Grade 10 whereas that of metacognitive knowledge of 
strategies and text characteristics increased. A rather contrasting result was found by 
VanGelderen in a study of 281 Grade 8 learners of English in which metacognitive 
knowledge played a substantially larger role in L2 reading than language-specific 
knowledge, correlating with meta-cognitive knowledge of strategies and text 
characteristics. A study of 305 college-aged L2 learners by Dreyer and Oxford (1996) 
found a correlation between metacognitive strategy use and standardized L2 reading test 
scores. Similarly, Huang, Chen and Lin (2009) found that strategies accounted for 66 
per cent to 87 per cent of the variance in reading comprehension of expository texts in a 
sample of 30 college-aged L2 learners. In addition, global strategies such as monitoring, 
previewing, and goal setting were found to be better predictors of reading 
comprehension of difficult texts. It was also revealed that high proficiency students used 
global strategies significantly more than did low proficiency students. 
 
6 
 
 
Much of the empirical research in the field of Second Language Acquisition (SLA) has 
also indicated that conscious learning behaviours such as noticing and focused attention 
facilitate L2 learning (Long, Inagaki, & Ortega, 1997; Mackey, 2006). Schmidt (1990) 
emphasizes the key role that attention and awareness play in retention of novel 
information in long term memory and points out that empirical evidence has linked self- 
reported noticing of L2 and their subsequent emergence in language production. Spada 
and Tomita (2010) have found a robust association between classroom instruction 
promoting noticing and awareness and learning of L2 forms. Such findings suggest that 
learning strategies can be taught to students in reading L2 texts. 
There has also been considerable research which has aimed to identify types of L2 
readers although no consensus has been reached with regard to the use of terms such as 
proficient versus non-proficient, successful versus unsuccessful, skilled versus 
unskilled, or fluent versus non-fluent, and good and bad readers. It is generally 
understood that proficiency in reading involves many variables, for example, 
automaticity of word recognition, familiarity with text structure and topic, awareness of 
various reading strategies, and conscious use and control of these strategies in 
processing a text. Research in both L1 and L2 has revealed that linguistic knowledge 
and ability play a predominant role in the comprehension process. For example, in terms 
of word recognition, good readers were able to recognize words more rapidly, 
accurately and automatically (Stanovich, 2000; West, Stanovich, & Cunningham,  
1995). Research by Just and Carpenter (1987) discovered that good L1 readers process 
over 80 per cent content words and 40 per cent of function words on the page. It was 
also revealed that one factor which separated good from poor readers is the automaticity 
of word recognition. 
Nassaji (2003) examined higher-level and lower-level text processing skills in advanced 
reading comprehension in English as a second language (ESL). He discovered that 
lower-level processes like word recognition, in addition to higher-level syntactic and 
semantic processes, contributed significantly to the differentiation in performance 
between skilled and less skilled ESL readers. He concluded L2 reading comprehension 
is dependent on efficient lower-level word recognition processes even in highly 
advanced ESL readers. According to Grabe and Stoller (2002, p. 23), poor L2 readers 
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are slower in word recognition and generally weak at rapid and automatic syntactic 
processing because they “develop an overt knowledge of L2 grammatical structures 
before they become fluent L2 readers”.At the syntactical level, Chen (1998), in his 
study of language constraints experienced by Chinese readers of English as a foreign 
language (EFL) in comprehending ambiguous English sentences, indicated that poor L2 
readers are particularly weak in processing more complex ambiguous sentences. This 
weakness, from his point of view, resulted from their lack of syntactic knowledge in the 
target language, which impeded their reading comprehension. Through a detailed 
longitudinal study of four college students learning vocabulary in an academic setting 
over two years, Parry (1991) found that guessing word meaning from the context is not 
a successful strategy in students’ vocabulary development and that successful readers 
guess less but simply read much more, thus exposing themselves to many more words 
in meaningful contexts. 
Liu and Bever (2002) investigated the role of syntactic analysis in reading 
comprehension of Chinese EFL college students. They found that good readers did not 
display any apparent effort to use syntactic analysis in their comprehension processes. 
Their underlying argument for this result was that good readers were able to process 
sentences in a quick and subconscious manner because of their high L2 proficiency. By 
contrast, poor readers exert a slow and fully conscious effort to understand syntactical 
complexities due to their low L2 proficiency thus preventing them from maximizing 
their ability in cognitive and metacognitive strategy use. At lexical and syntactic levels, 
Barnett (1986) used a recall procedure to examine intermediate-level English-speaking 
readers’ abilities to comprehend a French text. She found that readers’ recalls increased 
in accordance with their levels of vocabulary and syntactic proficiencies. She pointed 
out that both syntactic and vocabulary proficiency affect reading comprehension but 
unduly stressing vocabulary-building or inferencing skills may not help those students 
who lack adequate syntactic knowledge (p. 346). 
As for knowledge of discourse organization, Carrell (1985, 1987) maintained that when 
the content is kept constant but the rhetorical structure is varied, good L2 readers 
recognize the discourse structures much better than poor readers. Carrell (1992 
conducted a study of 45 high-intermediate ESL students in an American university in 
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which he asked them to read two texts of different discourse organizations. Upon 
reading completion, each of the students was required to provide a written recall and to 
explain the discourse pattern of the texts. Carrell found that the good readers were those 
(i) who were more aware of the discourse organization of the original texts to recall 
information and (ii) who could also better describe the patterns of the texts. Good 
readers are more sensitive to the structural elements of the text, which helps them to 
remember the main idea of the text and comprehend better (Commander & Stanwyck, 
1997). 
Yang and Zhang (2002) involved 125 third-year Chinese college students to investigate 
the correlation between metacognition, EFL reading comprehension and EFL 
proficiency. They found that the readers’ general EFL proficiency correlated with their 
reading comprehension ability at .50 (p < .01) and that their metacognitive knowledge 
correlated with their reading comprehension ability at .42 (p < .01). They also revealed 
that good readers kept monitoring their reading processes to compensate for words that 
had not been previously understood. They concluded that English language proficiency 
and metacognitive awareness affect reading comprehension ability in Chinese college 
EFL readers. These findings seem to align with Schoonen, Hulstijn, and Bossers (1998) 
who suggest that while vocabulary knowledge has a greater influence on L2 reading 
especially for struggling readers who are more focused on lower level processing such 
as word recognition, metacognitive knowledge begins to play a greater role in 
comprehension when L2 readers reach higher proficiency levels. 
In the context of Indonesia, there are not many studies of L2 reading, although since the 
1980’s a number of advances have been made in research on reading, both in first and 
second language contexts. The advances in first language contexts have led to a number 
of improvements in reading instruction, but not in second language contexts (Grabe, 
2002).Some research findings in the period from 1995 up to 2012 showed students’ 
generally low interest in L2 reading. Kweldju (1996) in her study on students’ interest 
and reading strategies in an English education study program showed that many 
students are likely to be reluctant EFL readers and considered reading as an 
uninteresting activity, although they realized that reading textbooks was useful. 
Kweldju further explained that the lack of interest in reading was caused by students’ 
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limited background knowledge, complicated text structure and inability to understand 
the content of the text. Similar findings by Rukmini (2004) showed that lack of interest 
in reading can be attributed to the text genre unfamiliar to the students. High school 
English textbooks mostly present text topics which are bland and alien to students, 
while university textbooks contain more explanation and discussion on genres. 
A slightly different finding but similar in tone was made by Firmanto (2005) who stated 
that reading is a boring and stressful activity. This conclusion was reached due to the 
fact that the texts used were too long and contained too many unfamiliar words and 
inappropriate teaching strategies: teachers scarcely employed pre-reading activities (for 
example, reviewing vocabularies or activating prior knowledge) and used monotonous 
post-reading activities (for example, answering questions following the texts or retelling 
the texts). 
One in-depth study by Supriani (2001) investigating ESL reading strategies employed 
by university students and high school students in Indonesia using Oxford’s framework 
found that the subjects make use of various reading strategies. In terms of the frequency 
of the ESL cognitive reading strategy use, identifying a title was mostly used, followed 
by, in order, consulting a dictionary, imagining, scanning, translating, identifying 
language forms, skimming, skipping and summarizing. Regarding ESL metacognitive 
reading strategy use, guessing came first, followed by the use of background 
knowledge, identifying the topic sentence, rereading and predicting with the lowest 
frequency rate. Hariyanto (1998) in his study investigating the use of metacognitive 
strategies found that high achievers used metacognitive strategies more frequently than 
the low achievers and they were more likely to be successful EFL readers. 
Despite such a large number of studies on L2 reading around the world, similar research 
into L2 reading is very much required to provide rich information on L2 readings and to 
allow for comparison among L2 reading findings across different contexts. In particular, 
in the context of Indonesia, not much empirical evidence has been revealed as to how 
L2 learners actually construct meaning of L2 texts, which type of reading models they 
exercise (see Chapter 4 on the discussion of reading models) and what factors may 
impede or contribute to their construction of meaning. As Madya (2002) claims, the 
teaching of English in Indonesia is generally characterized by teachers’ relatively low 
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qualifications, big class sizes and lack of student motivation. Other research findings 
also suggest that many teachers of English are poor users of English (Ridwan, 
Renandya, and Lie, 1996; Hamied, 1997).  
In a similar vein, a research study by Yulia (2004) also found that the English language 
teaching program in Indonesia is characterized by some deficiencies, such as lack of 
capacity at local level to implement the policy from the central government, lack of 
teachers’ capacity in regard to the pedagogical and professional aspects due to the 
pressure to prepare students for the national examination which brings about teachers 
ignoring the notion of communicative competence as written in the Government 
Regulation No. 19/2005, lack of any systematic evaluation of the implementation of the 
ELT elements and also ofany predecessor curricula and their underlying administrative 
philosophies, and lack of adequate facilities, especially in the rural schools.  
This research therefore also attempts to look beyond the micro level of reading by 
taking into account such factors as student prior learning experience, motivation and 
socio-cultural background as well as teachers’ teaching approach and style; how these 
factors may impact students’ reading performance.   
The findings of this research are expected to help L2 reading teachers in Indonesia, 
particularly at tertiary education level, better understand their students in terms of 
learning difficulties and potentials and raise their awareness of the multi-dimensional 
nature of L2 reading. The following section presents the historical overview of the place 
of reading in the development of the Indonesian national curriculum over time and the 
educational policies pertaining to the school reading curriculum. 
1.2. L2 Reading in the Indonesian School Curriculum 
In the context of the National Curriculum, L2 reading skill has been given different 
levels of emphasis over time as different approaches and methods have been introduced 
in an attempt to best facilitate English language learning as well as in response to the 
perceived needs and requirements both at micro and macro levels. The history of ELT  
in Indonesia dates back as early as 1945, when the grammar translation method left by 
the Dutch was used as a method to teach English to students in senior high schools 
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(Dardjowidjojo, 2000). The aim was to equip learners with knowledge about 
grammatical rules and a range of vocabulary to engage with textbooks. Here reading 
was associated with translation of different texts through intensive reading involving the 
process of decoding meaning at different levels of text structures. The 1968 and 1975 
curricula, referred to as the oral approach curriculum, seemed to draw heavily on the 
theories of the audio-lingual method and behaviourism, following the international trend 
at that time. It was aimed at developing the four language skills with listening skill as 
the first priority followed by speaking, reading and writing. (Dardjowidjojo, 2000). 
The following years saw the shift in English language teaching towards more focus on 
language use rather than language usage (Widdowson, 1978). It was during this period 
when the notion of the Communicative Approach was prevalent and became the 
underlying concept of the 1984 Communicative Approach curriculum. The change to 
the Communicative Approach, however, did not bring about a significant change in the 
way English was taught. The teaching syllabi, for example, were graded according to 
grammatical complexities along with textbooks which were designed around 
grammatical units rather than incorporating the four skills. Similarly, the four skills 
were taught in the order of reading, listening, speaking and writing. The teaching 
method was also teacher-centered with heavy emphasis on the teaching of discreet skills 
of the language and an attempt to teach English to the test. Therefore, there did not 
seem to be a special emphasis on particular skills including reading as a subject. Despite 
such ambiguities and mismatches in its implementation, the Communicative Approach 
has been adopted ever since. The 1994 Curriculum, referred to as the Meaning-Based 
curriculum, also recommended the same approach to serve as the framework for the 
teaching learning process in the classrooms (Lie, 2007). 
The reform movement which toppled the Soeharto regime in 1998 brought about new 
enlightened perspectives on issues pertaining to democracy, human rights and freedom 
of speech. There was a demand for greater transparency in the process of policy making 
in all areas including education. The school curriculum inevitably came under public 
scrutiny and criticism. Apparently in response to this socio-political shift, the 
government introduced the so-called Competency Based Curriculum (CBC) in 2004. 
The CBC was designed to allow schools greater autonomy to make decisions about the 
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content of the curricula based on the needs in their own context. The CBC only 
specified basic competencies to be acquired and used competence as a standard of 
performance. Along with the curriculum, the Ministry of Education introduced the 
genre-based approach to teaching English at high school levels. The types of text 
(genres) developed in the 2004 English curriculum included transactional conversations 
(to get something done), interpersonal conversations (to establish and maintain social 
relations), short functional texts (announcements, greeting cards etc.), monologues and 
essays of certain genres. In other words, the genres are supposed to assist access to the 
accumulated knowledge typically obtained at higher learning institutions (Departemen 
Pendidikan Nasional, 2004). 
In the 2004 English curriculum, reading was given a priority. At the secondary school, 
the emphasis of English instruction is on acquiring skill in reading English texts as it 
has been considered a very important skill for the transfer of knowledge. The objectives 
of English instruction at the secondary junior and senior high school are, firstly, to 
develop communicative competence in spoken and written English, secondly, to raise 
awareness regarding the nature and importance of English as a foreign language and as 
a major means for learning, and thirdly, to develop understanding of the interrelation of 
language and culture, as well as cross-cultural understanding (Departemen Pendidikan 
Nasional, 2004). English reading has been the primary objective of English instruction 
and is aimed at providing Indonesian students with reading skills that will enable them 
to read science- related English texts (Renandya, 2004). 
The teaching of English at primary school was first officially introduced in 1994 
(Decree by Ministry of Education No. 060/1993 and 1994 Curriculum). The 
introduction of English at primary level is based on the notion that young learners have 
a greater chance to succeed in learning a foreign language than adults do. Young 
learners have more advantages such as the greater plasticity of the young child’s brain 
(Bialystok and Hakuta, 1999), although adult learners also have advantages such as 
more efficient learners, superior autonomous learners who have access and ability to use 
learning resources and understand key concepts of their first language which may 
facilitate language learning. 
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In elementary school, English is offered as an elective with the hope that the younger 
pupils will be interested in English besides their national language, Bahasa Indonesia. 
The schools are given authority to include English but at the school’s discretion. As 
stated in the decree, the objectives of the teaching of English at primary schools are 1) 
to enhance students’ basic abilities of English communication skills in school contexts, 
2) to motivate students’ interest in English language learning, and 3) to broaden 
students’ perspective toward the importance of learning English to improve their 
competitiveness in a global society. The learning areas are similar to those of the 
secondary levels, because basically the teaching of English at primary schools is 
intended to prepare students for entering secondary levels (Dardjowidjojo, 2000). 
The introduction of English in the primary school is one of the significant innovations 
but it has been carried out with minimal preparation. Therefore, the teaching of English 
in primary schools is far from satisfactory. It has been generally concluded that the 
failure of English teaching in Indonesia lies more in such matters as teacher 
qualifications and welfare, classroom size and student motivation (Madya, 2002). 
Several studies in the teaching of English at primary schools indicated that teachers’ 
ELT has been very poor. From the very beginning when English was introduced, ELT 
has encountered numerous problems, such as the number of students, teachers’ 
qualifications, space in a crowded curriculum, book resources and facilities (Septy, 
2000; Yuwono, 2005). There is more evidence of the problems and challenges of 
teaching English in Indonesian primary schools, and this prompted the decision to scrap 
English from the 2013 curriculum for primary school although this has generated much 
critical debate.  
The most recent curriculum, called Kurikulum Tingkat Satuan Pendidikan (School-
Level Curriculum), was introduced in 2006 and is basically a further modification of the 
CBC 2004. The School-Level Curriculum reflects a strong awareness to delegate more 
power to local governments and schools in designing school curricula which can 
resonate with the real demand and needs in each context and make learning more 
authentic and relevant for students. School teachers, administrators and local 
government can work together to formulate the content of curricula. For example, 
schools in areas with a strong tourist industry such as Bali and Yogyakarta may wish to 
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design a curriculum which puts emphasis on oral skills. Similarly, some schools may 
prefer to incorporate such skills as note taking, summarizing, scanning, skimming and 
comprehension competencies into the curricula to help students deal with English text 
books in universities. However, Yulia (2014) in her evaluation research of English 
teaching programs in Indonesia found that this decentralized system has created 
ambiguity and unclear responsibility for school management. Teachers found it difficult 
to understand what and how to implement such a curriculum. The evaluation of 
implementation is given to supervisors whose qualifications are in question. The 
discrepancies of curriculum implementation continue into the most current curriculum 
(2013 curriculum) which is considered as not being based on any nation-wide 
evaluation of the school-based curriculum or KTSP (Kurikulum Tingkat Satuan 
Pendidikan). 
The teaching of English at university is different from that in junior and senior high 
schools in many respects: the subject status, number of hours, instructional objectives, 
method of teaching and teaching materials. At the university level, students in non- 
language departments have to take English for two semesters and for two to three hours 
a week (Lowenberg, 1991, Dardjowidjojo, 2000; Nur 2004). The objective of the 
teaching of English at this level is to assist students to develop their reading abilities 
related to their fields of study. The kind of English taught is ESP (English for Specific 
Purposes). 
For those majoring in English, the university curriculum is designed to develop both 
language skills and theoretical knowledge (Dardjowidjojo, 2000). To obtain a bachelor 
degree, students are supposed to complete 140 to 160 credit points. One credit point 
means 50 minutes of face-to-face class session, 50 minutes of structured tasks, and 50 
minutes of independent study. Of the total credit points, around 110 are courses that are 
directly related to the development of English language skills. The rest are courses 
offered to retain the local content such as state ideology, nationalism, religion, etc., and 
courses that equip the students with knowledge of the school management and other 
minor elective courses. Thus, in terms of the content and courses offered, the general 
design of the curriculum of the English study program in Indonesia should be adequate 
to produce reasonably proficient English teachers. 
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At university level, the teaching of English is located outside the national curriculum 
(Huda, 1999). Universities are given authority to design and develop their own 
curriculum at their own discretion. At the tertiary level, within the Departments of 
English Education of the Faculties of Teacher Training and Education in Indonesia, 
students are supposed to pass four sequential reading classes given in four semesters. 
These reading classes are intended to equip the students with the necessary skills 
enabling them to read English textbooks and pursue other subjects at the higher level 
more smoothly. These reading classes are also expected to have significant impacts on 
the other macro-skills, namely listening, writing and speaking because they are by 
nature interrelated and integrated. University students of the English education study 
program, who are planning to become English teachers at secondary schools, are 
expected to be able to give presentations in English and inevitably develop their 
knowledge to keep up with the changing world (Directorate General of Higher 
Education, 2008). 
As for reading comprehension, from the researcher’s experience as an EFL English 
lecturer, the Indonesian English students’ achievement in this skill is far below what 
ought to be expected after a 4-year course. Many university graduates do poorly in 
English reading tests such as IELTS and TOEFL. International studies have shown the 
English reading competence of Indonesian students to be relatively low compared to 
other countries (Triatri, 2009). Rangkuti suggests that reading an English textbook is a 
daunting challenge for Indonesian university students. Meaning construction is impeded 
by their linguistic difficulties such as vocabulary and grammar (1999: viii). 
Whilst this may be attributed to the general perception about the lack of reading habits 
among students, there remains some fundamental questions whether such lowlevel 
reading proficiency can also be traced back to the underlying knowledge about L2 
reading strategies and improperly selected L2 reading texts for classroom use. Reading 
in L2 certainly poses more academically engaging and challenging tasks for students as 
they have to cope with many linguistic aspects such as lexis, syntax, discourse etc. L2 
reading involves two languages. The dual-language involvement implies continual 
interactions between the two languages as well as incessant adjustments in 
accommodating the disparate demands each language imposes. McKeown, Beck, and 
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Blake (2009) stated that comprehension is such a complex cognitive endeavour that it is 
affected by, at least, the reader, the text and the context. For this reason, L2 reading is 
cross-linguistic and, thus, inherently more complex than L1 reading (Koda in Grabe, 
2009, p. 129). 
Given the generally perceived low level of reading proficiency among students, it is 
worth investigating what problems might be faced by Indonesian university students in 
dealing with L2 reading texts, and to what extent factors such as teaching strategies and 
approaches as well as students’ socio-cultural background contributes to their L2 
reading performance. For example, it might be argued that teachers at university level 
have fallen into such a ‘take it for granted’ attitude in which reading is considered 
merely as a cognitive process of discerning information with little heed to its mechanics 
and strategies, whereas, L2 reading is an ability that combines L2 and L1 reading 
resources into a dual-language processing system. L2 reading is not just someone 
learning to read in another language; rather, L2 reading is a case of learning to read with 
languages (Grabe, 2009). 
1.3. Rationale of Study 
This research was conducted with a view to helping English curriculum designers and 
reading teachers at a tertiary education level develop a better understanding of the 
multi-dimensional nature of L2 reading. As a matter of fact, L2 reading instruction has 
tended to center around the explicit teaching of reading strategies to students with the 
expectation that when students are familiar with those strategies and could apply them 
in the reading process, they could become more skillful readers. While such teaching 
might benefit students to a varying degree, L2 reading teachers also need to develop an 
awareness that there are many other factors involved in L2 reading comprehension. For 
example, apart from knowledge about reading strategies, they need to be more well-
informed about what constitute learners’ difficulties in reading L2. Similarly, L2 
reading teachers need to examine their own practice reflectively and reflexively as a 
springboard for self-improvement, rather than feeling complacent about their ways of 
teaching. It is in this light that this research was designed to provide L2 reading teachers 
with new insights into the teaching and learning of L2 reading in their context.  
17 
 
 
This research is, to some extent, an expansion of Sung-Ae Kim’s research in which she 
investigated the relative effects of vocabulary knowledge and prior knowledge on 
Korean high school students’ reading comprehension of an L2 text (Kim, 1995). The 
focus of her research was on the problems found in the students’ recall protocol. Her 
research findings revealed that L2 readers had difficulty coping with the text that 
contained difficult vocabulary and/or syntactic structures, regardless of the existence of 
prior knowledge of the text assumed to have been provided by pre-reading instruction. 
She also classified her findings into two categories: types and sources of problems 
based on the notion of the strengths of the recall protocol; being able to reveal the 
common linguistic and conceptual difficulties. In terms of types of problems, she 
identified such problems as omission, addition, replacement, mixing, and switching in 
the students’ recall, whereas in terms of sources of problems, she found problems such 
as vocabulary difficulty, syntactic difficulty, lack of awareness of rhetorical structure, 
and lack of prior knowledge. 
Kim’s research, however, did not address the extent to which different types of 
problems and sources of problems may inform us of possible cognitive processes 
underlying L2 reading as well as possible links between recall performance and 
students’ background and teacher teaching style. This research attempts to fill such a 
gap by looking beyond the micro level of reading to include the macro socio cultural 
context underlying students’ L2 reading activities. Therefore, although this research 
involves the use of recall protocol, it was not administered for the purpose of testing the 
subjects’ reading comprehension. Rather, it was used in the context of research into the 
nature of L2 reading whereby the recall procedure serves as an intermediary tool to 
extract students’ recalls. Most importantly, whilst this research attempts to identify the 
recalls in terms of types and sources of problems, its major aim is to show up different 
types of cognitive strategies possibly involved in the participants’ L2 text construction 
of meaning and to discover possible links between their recalls with their previous 
learning experience, language specific knowledge, motivation and classroom-based 
learning.  
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1.4. Research Question 
The overarching question in this research is: “How do a group of Indonesian university 
EFL students construct meaning of L2 texts?” To investigate the question, this research 
is guided by the following five sub-questions: 
1) What types and sources of errors are exhibited by the Indonesian university EFL 
students in reading L2 texts? 
2) What are types and sources of errors characterizing the students’ production of high 
and low recall? 
3) What kinds of L2 reading processes are possibly engaged by the students with high 
and low recall? 
4) To what extent is the students’ recall performance related to their prior learning 
experience, motivation and perceptions of their reading teachers’ teaching 
approach? 
5) To what extent is the students’ recall performance related to their reading teachers’ 
teaching approach? 
 
1.5 Organization of the Chapters 
The whole thesis includes nine chapters. Chapter one consists of the background of the 
study, L2 Reading in the Indonesian School Curriculum, Rationale of the Study, and 
research questions. The literature review pertaining to L2 models of the reading process 
is reviewed in chapter two. Research design, mixed-method design, sample selection as 
well as data collection and data analysis procedures are described in chapter three. The 
findings are discussed in chapter four, while the case study analysis of the six students 
with high recall and low recall is respectively presented in chapter five and six. Chapter 
seven presents the analysis of the interview data with the reading teachers which are 
followed by the discussion of the findings in chapter eight. Chapter nine is the 
conclusion where the researcher wraps up and highlights key points of the research 
findings coupling with recommendations and their pedagogical implications as well as 
acknowledging the limitations of the research. Following the last chapter, references 
and appendices are attached. 
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CHAPTER II 
REVIEW OF L2 MODELS OF THE READING PROCESS 
 
2.1. Introduction 
 
The major concern of this study is to explore the problems that Indonesian university 
EFL students have in L2 reading and to map out metacognitive and cognitive 
strategies in the L2 reading process. The focus of this research is upon students’ types 
and sources of problems in reading L2 texts using the assessment procedure of recall 
protocols. In order to obtain a more accurate picture of the students’ problems in L2 
reading, this research also explores the students’ reading background, including the 
way they learn to read, the teaching strategies of the L2 reading lecturers and the L2 
reading materials as well as the relation between the subjects’ L2 reading process, 
their reading materials and their L2 reading performance as reflected from their recall 
protocols. To support the data obtained from the recall protocols, the Burt word 
recognition test and a grammatical sensitivity test were also employed. 
Theories of first and second language reading will be presented in the first section of 
this review. There are three theories of reading which will be discussed and they are 
presented in chronological order. The first theory is the structural linguistics approach 
of Bloomfield (1930) which produced the bottom-up model of reading processes, 
followed by the psycholinguistic model of Goodman (1971) which produced the top- 
down model. The last one is the cognitive psycholinguistic approach characterized by 
schema theory which produced the interactive reading model whose proponent is 
Rumelhart (1980). The discussion of these reading models is preceded by an 
introduction to the key concepts of L2 reading. 
The discussion on types and sources of problems in L2 reading will be focused on the 
area of linguistic difficulties, an area the recall protocols are capable of exploring. The 
linguistic difficulties, according to Grabe (2009), stem from the differences between 
L1 and L2 reading which can be categorized into three major set of differences: 
linguistic and processing differences, developmental and educational differences, and 
socio- cultural and instructional differences. An overview of this problem will be 
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presented under the sub-heading of differences between L1 and L2. But for the 
purpose of this study, the work of Kim (1995) which classifies the types and sources 
of problems in L2 reading will be adopted. By employing the immediate recall 
protocols, he classifies the types of errors into five categories: (a) omission, (b) 
addition, (c) replacement, (d) mixing, and (e) switching, and eight categories for 
sources of errors: (i) vocabulary difficulty, (ii) syntactic difficulty, lack of awareness 
of rhetorical structure, (iv) lack of prior knowledge, (v) misreading, lack of 
comprehension monitoring, (vii) language interference, and (viii) other factors. 
These five types of problems and eight sources of problems will be used as a 
framework in the analysis of the student participants’ recall protocols as described in 
details in Chapter 4 Methodology. The teaching strategy in L2 reading classrooms in 
Indonesia, the researcher suspects, has been considered merely as a cognitive process 
of discerning information with little heed to its mechanics and strategies. Dubin and 
Bycina (1991) stated that merely assigning the students a text and requiring them to 
answer comprehension questions following it is like a testing rather than a teaching 
strategy. Besides, such an approach does nothing to provide learners with the skills 
and strategies needed to become strategic readers Therefore, in this study, the 
approach to teaching strategy by Grabe (1986) will be adopted as it presents more 
details of L2 reading instruction. The basic tenets of this approach divide reading 
instruction into three activities: pre-reading, whilst-reading, and post-reading. The 
skills focus of each reading activity will be discussed later in this chapter. The 
teaching of L2 reading in this study will also be examined using approaches to 
teaching reading: an extensive approach and intensive approach proposed by 
Aebersold and Field (1998). These approaches are adopted to be a framework of 
analyzing the teaching strategy of L2 reading lecturers selected as research participants 
in this study. 
The discussion on reading materials in this study will focus on text types which, in 
general, can be classified into two broad categories: specially written and unchanged 
or natural texts (Dubin, 1986). The selection of appropriate texts for L2 reading 
instruction is very crucial, and it is not an easy job for L2 reading teachers because 
they must appraise classroom materials in terms of their language complexity, their 
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informational content and their text-type characteristics (Dubin, 1986). Appropriate 
selection of text will determine whether to improve the learners’ interest level or, on 
the contrary, to discourage the learners’ motivation for reading. In this study, the two 
text types mentioned above will be discussed as they are widely used for L2 reading 
instruction in Indonesia which has been mainly focused on intensive reading, that is, 
close and careful reading, rather than extensive reading. 
2.2 The Nature of Reading 
Reading is often defined in simple statements much like the following: “reading is the 
process of receiving and interpreting information encoded in language form via the 
medium of print” (Urquhart & Weir in Grabe, 2009), and “comprehension occurs when 
the reader extracts and integrates various information from the text and combines it with 
what is already known” (Koda, 2005:4). Reading is also understood as a complex 
combination of processes: a rapid process, an efficient process, a comprehending 
process, an interactive process, a strategic process, a flexible process, a purposeful 
process, an evaluative process, a learning process and a linguistic process. The 
complexity of reading processes stated by Grabe above implies complex cognitive 
processes as well, and they provide hints for a good definition of reading. In the same 
way, Nassaji (2011) reassures us that reading in general is a complex cognitive skill, 
involving many subskills, processes, and knowledge sources ranging from the basic 
lower level visual processes involved in decoding the print to higher level skills 
involving syntax, semantics, and discourse, and even to skills of text representation and 
integration of ideas with the reader’s global knowledge. Reading is the construction of 
meaning from a printed or written message (Day & Bamford, 1998). 
The essential skill in reading is obtaining meaning from a text. In many ways this is 
similar to gaining meaning from a spoken message, but there are differences, because 
the cues are different. Spoken messages contain cues that are not evident in printed 
messages, and conversely. Carrol (as cited in Singer & Ruddel, 1976) described the 
reading process as moving together our eyes in a swift and well-coordinated way, 
making a series of fixations, jumping from place to place on the page of print. Grabe 
and Stoller (2011), in defining the nature of reading, propose five important  elements as 
prerequisites to fluent reading. These are the 1) purpose of reading, 2) the skills, 
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processes and knowledge bases involved, 3) the cognitive process that operates under 
intense time constraints, 4) the ability to draw and interpret meaning from the text, and 
5) the social context in which reading takes place. Similarly, Alderson (2000) classifies 
reading into its process and the result of that process, the product. What he means by 
process is the ‘reading’ proper: the interaction between a reader and the text. During 
that process, presumably, many things are happening, for example, the reader is looking 
at print, deciphering in some sense the marks on the page, deciding their meaning, 
relating them to each other, etc. This process is also likely to be dynamic, variable and 
different from the same reader on the same text at a different time or with a different 
purpose in reading. What he means by ‘product’ is the understanding of the text. 
Different readers may engage in different reading processes, but they should end up 
with similar understandings. 
2.3 How Reading Works 
In discussing how reading works, it is essential to recognize the two reading processes: 
lower-level processes and higher-level processes (Grabe, 2009), as these two reading 
processes are closely related with the research project which is to describe the subjects’ 
cognitive processes in the context of L2 reading. Lower-level processes include word 
recognition, syntactic parsing, and meaning encoding as propositions (more formally, 
semantic-proposition encoding) and higher-level processes include text-model 
formation (what the text is about), situation-model building (how we decide to interpret 
the text), inferencing, executive-control processing (how we direct our attention), and 
strategic processing. 
The listing of these lower-level processes does not mean that they are simple and 
undemanding; rather, they form a group of skills that have the potential to become 
strongly automatized and this automatizing of lower skills is a requirement for fluent 
reading (Anderson, 2000). Word recognition is the key to comprehension. Perfetti 
(2007) stated that comprehension depends on successful word reading. Skill differences 
in comprehension can arise from skill differences in word reading. In children, word 
reading and reading comprehension are highly related; correlations fall within therange 
of 0.35 to 0.83 (Cain, 2006). Reading comprehension is not possible without rapid and 
automatic word recognition of a large vocabulary, and without activating links between 
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the graphic form and phonological information, without activating appropriate semantic 
and syntactic resources, without recognizing morphological affixation in more complex 
word forms, and accessing her or his mental lexicon. These sub-skills represent a 
standard way to describe word-recognition skills (Grabe, 2009). The larger children’s 
vocabularies are, the better their comprehension (Richards, 1998). 
The importance of word recognition for reading is hard to overestimate. When we read, 
we actually focus visually on almost all of the content words that we read and about 50 
per cent of the small function words (Perfetti, 1999). A fluent reader must be able to 
recognize word forms on the page very rapidly. Perfetti and Hart (2001) have similarly 
described these processes as “constituent” of word recognition; that is, word recognition 
involves the interaction of activated orthographic, phonological and semantic and 
syntactic processes. In cases of word recognition difficulty or encounters with unknown 
words, the impact of contextual information plays an important role in word 
recognition. In short, every study of reading achievement points to the importance of 
vocabulary knowledge (Chall in Richards, 1998). Fluent readers need a massive 
receptive vocabulary that is rapidly, accurately and automatically accessed. The lack of 
such vocabulary may be the greatest single impediment to fluent reading by ESL 
students (Grabe in Day, 1998). Even in the case of L1 readers reading native language 
text, their comprehension can break down if they encounter many unfamiliar words that 
are key words. For example, most readers would have some difficulty reading an article 
from a medical journal, written by a doctor for doctors, explaining how the 
hypothalamus functions (Aebersold & Field, 1997). 
As one of the key successes in the reading process, orthographic processing involves the 
visual recognition of word forms in the text. The forms include letters, letter groups, 
visual word shapes, and key shapes that are letter parts (like the long vertical line in “l” 
or “b’, or the right hand curve in “b”, or  “o” or “p”). According to connectionist 
theories of word recognition, all of this information is processed simultaneously in word 
group rather than in letter-by-letter fashion. However, there is a direct correspondence 
between time needed for visual processing and the length of a word; the longer the 
word, the longer the word-recognition time. Similarly, Urquhart and Weir (1998) stated 
that letters are not processed serially. If they were, then the time taken to recognize a 
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word would be longer than the time needed to recognize a single letter, and the longer a 
word, the longer it would take to recognize. In addition, orthographic processing 
involves larger letter groups that are consistent (e.g. in English, -ake, -ight, -ogy), and 
even more complex words with one or more morphological affixes (e.g, un-conscious- 
ness). 
Knowing how words are put together to form derived words contributes directly to 
vocabulary growth and indirectly to reading comprehension abilities. Anglin (1993) 
stated that a few thousand English words are expansions of more basic words through 
the addition of morphemes. And sixty per cent of English school words have a 
transparent morphology for word learning, (Scott, 2005 as cited in Grabe, 2009). In the 
majority of words which are processed while reading, phonological activation of the 
form plays an important role. This process appears to be a universal aspect of reading. 
Phonological processing skills are essential early predictors of reading development. As 
readers become fluent, they develop strong phonological abilities. Grabe (2009) asserts 
that phonological processing is a key aspect of word recognition which will later 
contribute to the semantic and syntactic processing. 
2.4    L1 Reading Theories 
Theories in L1 reading started to develop in the mid-1960s with the dominance of 
structural linguistics which was then replaced by psycholinguistic approaches (Pearson 
& Stephen, 1994). At this time, understanding the reading process was marked by the 
view that reading is a perceptual process as it actually transforms the printed ideas to 
verbal code. In practical bases, students at the time were asked to read aloud the written 
text. The task of the teacher was to teach learners to identify and discriminate the visual 
symbols on the page and translate them into verbal code. However, the criticism was 
that learners did not have access to the meaning of the text but to its pronunciation 
(Supriani, 2001). 
The assumption that written language is subordinate to oral language and that learning 
the printed symbols is the only activity unique to reading was first stated by Fries 
(1962). He further explained that what all readers need to do to understand the text 
when once the code is broken is to apply previously acquired oral language skills. This 
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process includes learning that the graphic symbols on the page possess names and the 
letter names have matching sounds. Fehring (1998) stated that the sounds, which are 
then combined, yield the production of monosyllabic and polysyllabic words. Learning 
to read was regarded as involving a sequence of acquisition of letters and sounds, 
phrases, sentences, paragraphs and, finally, whole passages of writing. Reading is 
considered as a process of combining letters into words, words into sentences, sentences 
into paragraphs and paragraphs into passages. 
However, opposing ideas about the L1 reading process were stated by Noam Chomsky 
who said that language comprehension could not be clarified by stringing together the 
meaning of contiguous words (Pearson & Stephen, 1994). Language comprehension 
should be characterized by its two basic components: deep structure and surface 
structure. Surface structure is the way a sentence would appear in speech or writing, and 
deep structure is the hypothesized form in which a sentence would be encoded in our 
memory. Therefore, the same deep structure can possibly be expressed in different 
surface structures. 
The next L1 reading theory which was important to note here was the emergence of the 
psycholinguistic approach with its three cue systems in the reading process. It was 
Goodman (1971) who proposed these three cue systems saying that the first cue readers 
have to deal with are the graphic sequences and they have to be matched with the 
phonological system of the language. This system is called the graphophonic process. 
The second cue system is syntactic. To be able to grasp the meaning, readers have to 
use pattern markers and inflectional suffixes as cues, recognize the structure and seek to 
infer the deep structure. The third cue system is semantic, in the sense that readers have 
to have semantic input not only in terms of the meaning of words but also relevant 
experience and background knowledge (Goodman, 1971). He further suggested that the 
reading process is more or less the same for all languages with only minor variations to 
accommodate the specific characteristics of a language such as orthography and 
grammatical structure. 
The last theory of L1 reading discussed in this study is the cognitive psychological 
approach with schema theory which suggests that comprehension will occur when we 
can find slots within particular schemata to place all the elements that readers come 
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across in a text. Therefore, readers will fail to understand the sentence when they cannot 
find the slots of the schemata in their memory because they have never experienced 
them.This theory is about the structure of human knowledge as it is presented in 
memory, and the proponents on this theory are Anderson and Pearson (1984) and 
Rumelhart (1980).  
2.5 L2 Reading Theory 
As stated previously, reading can be clearly viewed as a cognitive activity as it largely 
takes place in the mind, and the physical manifestation of the activity such as eye 
movements, subvocalisation, etc., are comparatively superficial (Urquhart & Weir, 
1998). As a cognitive activity, reading has been of major interest to cognitive 
psychologists since the 1960s. And the theory invented by the cognitive psychologists 
with which most teachers of reading are already familiar is Fries’ bottom-up model, 
which was then replaced by Goodman’s top-down model, which in turn was replaced by 
Rumelhart’s interactive model. The interactive model was then developed by Stanovich 
with his interactive compensatory model. The two models, bottom-up and top-down, 
have inspired recognizable methodological approaches. The latter is very attractive and 
has received a great deal of support (Urquhart & Weir, 1998). In this research study, the 
researcher is focusing on these three theories as they are the most related to the present 
study, (i) the bottom-up model (ii) the top-down model and (iii) the interactive 
compensatory model. They will be utilized to explain the mental processes of the 
subjects recalling the L2 text. 
Before further discussing the L2 reading theories, it is important to look at some types 
of L2 learners. According to Bernhardt (1991a), L2 readers can be categorized into 
several groups: a) school children who learn L2 reading for educational purposes, b) 
adults who learn L2 reading for academic or career advancement, and c) immigrants 
whose purpose of learning L2 reading is for survival in a new country. And in this 
study, the second group will be the focus of this study because the research participants 
of this study fall into this category. 
The L2 reading learners of the second category, in the words of Berhardt (1991b), are 
faced with two challenges: language challenge and reading challenge, meaning that they 
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have to deal with learning literacy and learning it in a language that they have not fully 
mastered. Compared to L1 learners, L2 learners are faced with the fact that they need 
more literacy skills as they are learning the L2 in a country where the L2 is not widely 
used. The challenges stem from three variables: linguistic, literacy, and world 
knowledge. 
The linguistic variable, according to Bernhardt (1991) consists of knowledge of words, 
lexicon, and syntax. In L1 studies, learners’ proficiency is progressing in parallel with 
their speed of word recognition. This skill enables them to process holistically the word 
shape and its configuration. In the area of lexicon (word meaning), Bernhardt (1991) 
and Cody (1993) share the same idea that it is quite difficult to determine whether 
reading ability is dependent upon vocabulary or vice versa. Vocabulary is both a 
prerequisite to and a consequence of reading (Bialystok 1997). In the L2 setting, 
Stanovich (2000) argues that there is a reciprocal causal relation between reading and 
vocabulary. Vocabulary mastery improves reading comprehension, and the more 
reading, the more vocabulary acquired. Similarly, Carver (2000) and Verhoven (2000) 
both agree that there are strong relations between vocabulary knowledge and reading 
abilities. In the case of the reading-vocabulary connection, Nation (2001, as quoted in 
Grabe, 2009) identifies at least nine components of word knowledge when readers know 
a word well: 
Components of word knowledge: 
1. Orthography (spelling) 
2. Morphology (word-familyrelation) 
3. Parts of speech 
4. Pronunciation 
5. Meaning (referential range, variant meanings, homophones) 
6. Collocations (what words very commonly go with aword) 
7. Meaning associations (topical links, synonyms, antonyms, hyponyms) 
8. Specific uses (technical, common) 
9. Register (power, politeness, disciplinary domain, formality, slang, dialect form) 
 
The very close interconnection between vocabulary and reading comprehension has led 
to an idea that in the context of teaching L2 reading, no direct instruction is needed for 
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vocabulary, because vocabulary will be acquired automatically through context reading 
(Cody, 1993). However, this idea was criticized as it is not clear yet how learners 
acquire vocabulary from the reading process (Paribakht and Wesche, 1997). 
“Vocabulary learning needs to be developed from a combination of direct vocabulary 
instruction, vocabulary-learning strategies, extensive reading and word learning from 
context, heightened student awareness of new words, and motivation to use and collect 
words” (Grabe, 2009, p. 283). 
Understanding the meaning of words is a crucial skill in reading. Incomplete 
understanding may result in difficulty of comprehending a text. Understanding the 
meaning of words means that the learners are able to use them in many different 
contexts. In L2 reading contexts, many learners know an English word as a single, fixed 
meaning so that they have difficulty when the word is used in different contexts (Kim, 
1995). Related to word meaning, syntactical knowledge of the language is also 
paramount. Adams (1990) stated that as syntax is an element of sentence-building and is 
the primary means to specify the intended relations among words and defining new 
relations among them, it must be provided with appropriate help. Berhardt (1991) 
suggests that all readers have a linguistic task, that is, they have to make word 
recognition as well as the lexical and the syntactic systems all work automatically and 
simultaneously. It is not possible to read without recognizing the words to be read and 
the structural phrases organizing the words, and without having a reasonable store of 
linguistic knowledge of the language of the text (Grabe, 2009). 
Literacy variables comprise operational knowledge of how to approach and decode a 
text (Bernhardt, 1991). It has something to do with reading strategies and reading skill, 
both of which have a connected differentiation. A skill is a strategy that has become 
automatic, and in reading instruction the goal is to move readers from conscious control 
of reading strategies to unconscious use of reading skills (Anderson, 2009). Similarly, 
Grabe (2009, p. 221) suggests “strategies are cognitive processes that are open to 
conscious reflection but that may be on their way to becoming skills”. In the word 
recognition process, skills such as phonological processing, orthographic processing, 
and lexical processing, and other reading skills such as syntactic parsing and semantic 
proposition formation, at early stage, may be acquired through active attention and 
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conscious processing, but for fluent readers, they may have become automatic. 
Bernhardt (1991) considers that reading strategies are central in the comprehension 
process and argues that there is a high probability for the L2 readers to employ the L1 
reading strategies when reading L2 texts. And many L2 learners start to realize how to 
approach a text when they start to learn L2 reading. In short, the literacy variables of L2 
learners are very much influenced by interference from their first language. 
The third variable is world knowledge. In language teaching, world knowledge refers to 
one’s previously acquired knowledge or world knowledge and one’s special knowledge 
on a certain subject (Huang, 2009). In the traditional view of teaching L2 reading, 
reading was viewed as a bottom-up process in which readers decode the text and rebuild 
the author’s idea. Accordingly, the teaching of reading focuses on the teaching of 
language points known as grammar and vocabulary. The failure to comprehend a text is 
deemed as lack of grammar and vocabulary knowledge. This has led to the belief that 
the approach to effective reading would be enlarging vocabulary and grammatical 
mastery. But this belief has been contested since the emergence of the schema theory 
which suggests that comprehension takes place when the information in the text 
corresponds to something in the reader’s memory storage (background knowledge). 
Studies by Bernhardt (1991), Johnson (1992) and also Carrel (1987) showed that 
background knowledge is a critical variable in second language reading. It will facilitate 
comprehension as readers really use their background knowledge in processing second 
language texts. 
Having discussed the L1 reading theory, the challenges of L2 learners and the variables 
which stem from the challenges, this chapter will present the discussion of L2 reading 
theories starting from the traditional theory called the bottom-up model which focuses 
on the printed form of a text and then the cognitive theory called the top-down model 
which enhances the role of background knowledge in addition to what appeared on the 
printed page and the last one the metacognitive theory called interactive model which 
focuses on the interplay of all meaning gathering activities. 
2.5.1 Bottom-up Model 
 
The bottom-up model in L2 reading is characterized as the process of reading which 
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involves exact, detailed, sequential perception and identification of letters, words, 
spelling patterns and larger language units (Eskey, 1986). The bottom-up model focuses 
on lower-level cognitive skills which involve simple identification skills – the straight 
forward recognition of the lexical units (the individual words and phrases) and the 
grammatical signals required for the simple decoding of a text. Day and Bamford (1998) 
call this process of reading as text-driven. The bottom-up model assumes that the reader 
begins essentially by trying to decode letters, words, phrases and sentences and “builds 
up” comprehension in somewhat linear fashion from this incoming data (Barnett, 1989 
as quoted in Hadley, 1993). Similarly, Cambourne (1979) stated that the bottom-up 
approach in L2 reading is viewed as decoding a series of written symbols into their 
aural equivalence. He described the bottom-up process of L2 reading in a diagram as 
follows: 
 
Figure 1: Bottom-up Processing in L2 Reading 
Print  every letter  phoneme and  blending  pronunciation meaning 
discriminated grapheme matched  
 
The bottom-up model was developed from the structural linguist approach, especially 
by Fries (1962) and dominated reading instruction and research until the late 1960s. The 
bottom-up model as an approach is based on the idea that the understanding of a L2 text 
depends on the perception of what is visually written in a text, not on the reader. These 
letters or graphemes are matched with phonemes of the language. Phonemes which are 
the smallest unit of sound in the sound system of a language are blended together to 
form words. Parry (1996) stated that this approach suggests that some words form 
sentences, sentences to form paragraphs and so on. The reader is assumed to start 
reading, moving his or her eyes from left to right across the page, or right to left in the 
case of Arabic, from individual words to understand a sentence and eventually a 
paragraph is understood after some sentences are comprehended. Aebersold and Field 
(1997) stated that the reader constructs the text from the smallest units (letters to words 
to phrases to sentences, etc.) and that the process of constructing the text from those 
small units becomes so automatic that readers are not aware of how it operates. The 
bottom-up model may provide detailed explanation of common mental processes of L2 
learners. Thus, this model gives emphasis to the importance of the reader’s language 
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knowledge when processing a reading text to obtain meaning. 
2.5.2 Top-down Model 
 
If the bottom-up model starts with the smallest text unit, either letters or letter features, 
it does not seem so with the top-down model. It is difficult to see where the top-down 
model begins. We might expect that the top-down model should begin with the largest 
unit that is the whole text. However, it is impossible to see how a reader can begin to 
deal with the text as a whole, then proceed to smaller units of the text. Say, for example, 
the reader starts to deal with a paragraph, then goes to individual sentences, and ends 
with letters. According to Urquhart and Weir (1998) the term ‘top-down’ is deceptive, 
appearing to offer a neat converse to ‘bottom-up’, a converse which in reality does not 
exist. 
According to Goodman (1967), possibly the best-known name associated with it, the 
top-down model assumes that the reader is seen as bringing hypotheses to bear on the 
text, and using the text data to confirm or deny the hypotheses. The reader comes to the 
text with a previously formed plan, and perhaps omits chunks of the text which seem to 
be irrelevant to the reader’s purpose. In practice, the reader is seen as (1) scanning a line 
of text and fixating a point on the line; (2) picking up graphic cues guided by constraints 
set up through prior choices, the reader’s language knowledge, cognitive styles, and 
strategies learned; (3) forming an image which is ‘partly what the reader sees and partly 
what is expected to see’, then making a tentative choice. Goodman also suggested that 
reading is a top-down process and he called it a “psycholinguistic guessing game”. He 
claimed that reading is not merely picking up information from the page letter by letter 
and word by word but is a selective process during which the readers will look at units 
of texts which they think are important to obtain. They bring knowledge to understand 
the text. They read by predicting what is coming based on the knowledge they already 
have (Goodman, 1971). 
It can be seen from the description above that the top-down model assumes the reader’s 
expectations are seen as being brought to the text, i.e. the model is reader-driven where 
the schemata that the reader brings to the text drive comprehension (Hadley, 1993). The 
reading process is seen as cyclical, the reader moving from hypothesis to text to 
hypothesis, and so on. The top-down model implies higher-level cognitive skills that 
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allow for the meaningful reconstruction of a text as a unified, coherent structure of 
meaning. The top-down model involves interpretative skills that rely more on prior 
linguistic and conceptual knowledge (nonvisual information) for reconstructing the 
meaning of the text as a whole (Eskey, 1986). 
2.5.3 Schema-Theory 
 
The top-down model of reading processing is closely related to schema theory. This 
theory also plays an important role in understanding reading instruction. It has to do 
with the background knowledge or previous experience of the learner on the text. It is 
assumed that the students’ background knowledge or schemata plays a fundamental role 
in comprehending the text. The basic notion of schema theory is that prior knowledge or 
past experience is capable of creating a mental framework that will assist the reader to 
make sense of new experiences. Kucer (1987) suggested that past experiences will be 
related to new experiences which encompass the knowledge of objects, situations and 
events as well as knowledge of procedures for retrieving, organizing, and interpreting 
information. This L2 reading is adapted from the reading “Theory of Schemata” 
proposed by Rumelhart (1994). In the words of Smith (1995), schema is an organized 
set of information or organized set of knowledge which exists in the memory. It 
functions to process the interpretation of new information and make it enter and become 
a part of the knowledge store (Anderson & Pearson, 1984). 
Anderson (1994) also suggested that recall of information in a text is affected by the 
reader’s schemata and that a reader comprehends a message when he or she is capable 
of bringing to mind as chema that gives account of the objects and events described in 
the message. Comprehension is a matter of activating or constructing a schema that 
provides a coherent explanation of objects and events mentioned in the discourse. And 
teachers are seen to have the responsibility to activate the preexisting schemata and 
integrate the isolated ‘parcels’ of knowledge into schema and build a new one 
(Bransford, 1994). Anderson and Pearson (1988) further stated that comprehension is 
the interaction between old and new information. A reader is said to comprehend a text 
when he has found a mental ‘home’ for the information in the text or has modified an 
existing mental home in order to accommodate that new information. Thus, a reader’s 
schemata will restructure itself to accommodate new information as that information is 
33 
 
 
added to the system (Hadley, 1993). 
There are two kinds of schemas: formal schemata and content schemata (Klapper, 
1992). Formal schemata are knowledge about the structure of the text, and content 
schemata are knowledge about the subject matter of the text. Both of these schemata 
enable readers to predict events and infer meaning from a wider context. Formal 
schemata refer to the way that texts differ from one another; for example, scientific 
essay, fictional work or a letter to the editor. Each of these genres has its own different 
structural organization, the knowledge of which will facilitate comprehension. 
Knowledge on these structural organizations functions as a basis for predicting what a 
text will be like (Smith, 1994). Content schemata refer to the message of the text. The 
basic notion of this theory is that one’s familiarity with the content of the text will 
support comprehension. Anderson (1994) stated that when readers cannot locate a 
schema that fits a text, they may find it incomprehensible. Difficulties in comprehension 
may be caused by the lack of background knowledge presumed by the text. 
2.5.4 Interactive Model 
In another approach to reading, the word “interactive” refers to both the interaction of 
the reader’s several kinds of knowledge and the interaction of the reader and the text 
(Eskey, 1986). Esky also called this reading process as a cognitive behaviour. 
Thedetails of this process can be seen in the following diagram:  
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Figure 2. Interactive process of reading 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
Source: Dubin, Eskey & Grabe (1986, p. 15) 
 
In Figure 2, the process starts from what the readers know, the cognitive structure in the 
brain or the schemata which are stored in the memory. They must be able to recognize 
the language and the subject matter in order to comprehend the text. The knowledge of 
form will assist them to understand the language of the text and the knowledge of 
substance will assist them to make accurate predictions in interpreting the meaning of 
the text as a whole. Constructing comprehension will largely be determined by these 
readers’ knowledge and reasoning powers. The central arrow suggests that in the normal 
process of reading, readers blend the interaction between the text and what the readers 
know. The breakdown of the two forms of knowledge, knowledge of form 
andknowledge of substance, can be seen in the following diagram (Dubin, Eskey & 
Grabe, 1986). 
Cognitive structure   
Eye/brain  
coordination 
Eye  
Brain 
Comprehension  
The physical act of reading a text  
Expectations  
Knowledge of substance  Knowledge of 
form 
 
Process:                            Process: 
     Identification                                                        
Interpretation  
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content  
                        Forms  
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Figure 3. Categories of Knowledge crucial to reading 
 
 
 
 
 
 
 
 
 
 
Source: Dubin, Eskey & Grabe (1986, p.18) 
According to Figure 3, the reading process moves from left to right, from knowledge of 
form which is categorized as lower-level cognitive skills required for identification of 
forms to knowledge of substance which is categorized as higher-level skills required for 
interpretation of meaning. Thus, the greater the knowledge and the more proficient a 
second language reader is, the less the devotion to identification of forms he or she will 
make. And conversely, he or she will devote more to the higher-level processes required 
for interpreting texts such as predicting, evaluating, relating, etc. 
The compensatory aspect of the interactive model refers to the idea that a weakness in 
one area of knowledge or skill, say in orthographic knowledge, can be compensated for 
by the strength in another area, say syntactical knowledge (Urquhart & Weir, 1998). 
However, Rayner and Pollatsek (1989) state that interactive compensatory models are 
very good at explaining results but comparatively poor at predicting them in advance. 
To some extent this is because each reader must be viewed as potentially different with 
different strengths and weaknesses. In line with Stanovich, Grabe (2009) states that this 
model involves many efficient and automatic processes but that when one or more 
processes become less efficient, other processes will compensate to allow 
comprehension to continue. The model argues that all processes in reading have this 
potential to be supported interactively if processing time demands are slowed. For 
Graphophonic 
Knowledge Crucial to Reading 
Knowledge of Form Knowledge of Substance  
Lexical 
   Syntactical / 
     Semantic 
Cultural  Subject- 
specific 
Pragmatic  Rethorical  
Identification  Interpretation 
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example, if word-recognition processes slow down because a reader does not recognize 
a number of words or the visual display is degraded, then word-recognition processes 
will incorporate context information to compensate for the inefficiency in word- 
recognition processes. The model assumes, however, that under normal fluent reading 
conditions, lower-level processes operate automatically and independently. The model 
also predicts that increasing skills will lead to less dependence on context facilitation. 
 
2.6 Cognition in L2 Reading 
 
The role of cognition is very central in any kind of learning because all of cognitive 
processing is key to all aspects of learning, including all aspects of language learning 
(Grabe 2009). The centre or core of the L2 reading process rests on it as Bialystok and 
Hakuta (1994) suggest that the general principles of cognition comprise parts of the 
foundation on which complex meaning and language must rest. The meaning 
construction and language processing are all taking place in the cognition. They further 
suggest, “It is the source of the cognitive operations that process the stream of language, 
make sense of it, and extract from it knowledge of a linguistic system” (Bialystok and 
Hakuta, 1994, p. 119). According to Grabe (2009) there are six concepts underlying 
cognitive processing. They are: 
 
1) Implicit and explicitlearning 
2) Frequency, associative learning, co-occurrence, and emergence 
3) Attention, noticing, andconsciousness 
4) Inferencing 
5) The role of context in L2 reading 
6) The role of background knowledge 
 
 
These cognitive concepts for reading constitute the foundations of learning theory for all 
cognitive and educational psychology. They provide the basis not only for how reading 
comprehension works, but also for how it develops. Multhaup (1997) stated that 
cognition is at the center of language learning which cannot be understood separately 
from cognitive maturity and general conceptual world knowledge. The role of cognition 
is also parallel with aptitude and intelligence in language learning (Gardner, 1994). 
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Reading is an intrapersonal process, a problem-solving task which occurs in the brain’s 
knowledge structure (Bernhardt, 1991). Individual differences in L2 reading capability 
depend on cognitive capacity and thus, beyond the reader’s linguistic knowledge. 
During reading activity, cognition processes the language input and decodes it so as to 
make sense of what is written in the book, magazine, newspaper, etc. 
 
2.7 Metacognition in L2 Reading 
 
Metacognition refers to learners’ understanding and control of their own thinking and 
learning (Koda, 2005). These capabilities are responsible for readers’ decision-making 
in regulating their actions. Brown (1987) defined metacognition as one’s knowledge and 
control of one’s own cognitive system. It is simply claimed as “knowing what and 
knowing why” (Smith, 1995). According to Flavel (as quoted in Koda, 2005), there are 
two basic tenets in metacognition: the ability to reflect on one’s own cognition and the 
capacity to regulate one’s own cognitive activities. The reflective aspect deals with 
learners’ understanding of their own cognitive resources, as well as operational 
perception of how the understanding can facilitate their comprehension. The control 
aspect, on the contrary, concerns the mechanisms for regulating efforts to increase 
performance efficiency. Thus, the role of metacognition is to aid and monitor memory, 
comprehension and other cognitiveenterprises. Metacognition plays an important role in 
oral communication of information, reading comprehension, writing, language 
acquisition, memory and problem solving (Flavel, 1979). He further  implies that a wide 
variety of cognitive enterprises occurs through the actions of and interactions among 
four classes of phenomena: (a) metacognitive knowledge, (b) metacognitive 
experiences, (c) goals (or task), and (d) actions (or strategies). For the purpose of this 
study, the researcher will discuss the first two phenomena. 
 
Metacognitive knowledge consists of knowledge or beliefs about what factors or 
variables act and interact in whatever ways to affect the course and outcome of 
cognitive enterprises. There are three major categories of these factors or variables: (i) 
person, (ii) task, and (iii) strategy.The person category encompasses everything that we 
could come to believe about the nature of ourselves and other people as cognitive 
processors. The person category can be subcategorized into beliefs about intra- 
individual differences, inter-individual differences and universals of cognition. The 
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example of the belief of intra-individual differences is our belief that we can learn better 
by listening than by reading, and the example of the belief of inter-individual 
differences is that some of our friends are more socially sensitive than the others. The 
example of beliefs about the universal properties of cognition is that there are various 
degrees and kinds of understanding (attending, remembering, communicating, problem 
solving, etc.) (Flavel, 1979). 
The second category, task category, refers to any information available during a 
cognitive enterprise. The information could be abundant or minimal, familiar or 
unfamiliar, well or poorly organized, interesting or dull, and so on. The understanding 
of this information will determine the success of achieving the goal.The last category, 
strategy category, concerns the strategies which are likely to be effective in achieving 
the goals in cognitive undertakings. For example, we may come to believe that one 
good way to learn some information is by paying attention to the main points and try to 
repeat them in our ownwords. 
Flavel (1979) outlined how most metacognitive knowledge concerns the interactions or 
combinations among two or three of these three types of variables and that 
metacognitive knowledge is not fundamentally different from other knowledge stored in 
long-term memory. Thus, a segment of it may be activated unintentionally and 
automatically, but like any other body of knowledge, it can fail to be activated as well. 
Metacognitive experience can be described as items of metacognitive knowledge that 
have entered consciousness. It likely occurs in a situation when careful and highly 
conscious thinking is needed such as with a job or school task that requires detailed 
planning and evaluation. Garner (1994) provided examples that when a learner has a 
problem with rehearsing dates, noting interval patterns in a string of dates might be 
helpful. When a learner finds difficulties in summarizing a text, finding a topic sentence 
might help him/her generate the summary. In a nutshell, metacognitive experience 
concerns the progress toward the goal of completing the study activity successfully. 
In the context of reading, metacognition involves thinking about what a reader is doing 
while reading. It is quite possible that when reading a text, a reader involves himself or 
herself in several activities to infer meaning, such as sampling the text, making a 
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hypothesis, confirming or rejecting it. Reading activities, in general, can be divided into 
three, i.e. pre-reading, whilst-reading, and post-reading. In pre-reading, the activities are 
identifying the purpose of the text, identifying the form or the type of the text. In whilst- 
reading, the activities are identifying the general character and features of the form or 
type of the text. Included in these activities are locating the topic sentence, the 
supporting details, the author’s purpose, etc. In the post-reading phase, the activities are 
making a summary, conclusion or inference of what has been read. 
2.8.  L1 and L2 Relationships 
The L1 and L2 relationships need to be discussed here as this research takes into 
account the extent to which the participants’ first language interferes with the way they 
engaged in L2 text construction of meaning. The important point in the discussion of L1 
and L2 relationships is that L2 students vary considerably from their L1 counterparts in 
their lexical, grammatical and discourse knowledge and linguistic resources that support 
comprehension. Carrel and Grabe (2002) say, “L2 readers do not have the same 
language resources as L1 readers at the outset of learning; they do not share all the 
social and cultural assumption and knowledge bases that L1 readers use when reading in 
their own language; they do not share all the background knowledge.” Grabe (2009) 
explained that L1 and L2 readers begin to learn to read at a very different starting point. 
L1 readers, at the age of six, are estimated to have acquired 5000 to 8000 words orally 
(Cunningham, 2005), whereas L2 readers with a vocabulary of 5000 to 8000 words 
would be considered as advanced readers. L1 readers have a large store of implicit 
morphological knowledge about their language and they have strong implicit 
knowledge of how sounds go together most regularly within words. L1 readers also 
implicitly know most of the basic syntactic structures of the language; they have already 
had experiences with the way stories and some other genres are structured (Grabe, 
2009). Grabe (1999) summarizes the differences between L1 and L2 reading as follows: 
(1) the ranges and size of vocabulary knowledge for L1 and L2 reading; (2) the type of 
response L2 readers may have to difficult authentic text resources; (3) the levels of 
awareness of language; (4) the reading rates and fluency of reading; (5) the cultural 
knowledge of L2 and the extent of differences from L1; and (6) the role of the L2 
thresholds for reading. 
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Another basic difference of L1 and L2 readers is the fact that the L2 reader is working 
with the resources of two languages (Grabe, 2009). L1 readers, through oral 
communication, have already established a basic linguistic foundation by the time 
formal literacy training commences. In contrast, L2 reading instruction begins before 
sufficient L2 linguistic knowledge has been acquired. L1 instruction emphasizes 
decoding to enable them to link print with oral vocabulary whereas L2 instruction 
focuses on linguistic foundation building (Koda, 2005).  
There is one major problem in reading for L2 readers which Eskey(1986) called the 
“comprehension gap”, that is, the gap between what L2 readers know and what 
educated native speakers know in relation to the language and the content of the text. 
Authentic texts are mostly written for native- speaking readers. L2 readers who have not 
achieved full bilingual and bicultural status will suffer from particular deficiencies in 
one or more categories of knowledge – linguistic, pragmatic, and cultural. In addition, 
there is also the “confidence problem” (Eskey, 1986), a typical problem for L2 readers 
who feel insecure when trying to comprehend the texts. L2 readers believe that to be 
able to comprehend a text, they must first comprehend every word in the text. 
Consequently, they read very slowly, proceeding word by word and frequently looking 
up the dictionary to find the meaning of new words, a strategy which ensures 
frustration. In the words of Aebersold and Field (1997), writing systems and rhetorical 
structures of the native language and the target language may be another factor in L2 
reading, but cultural orientation constitutes the largest category of factors that influence 
L2 reading. In general, areas of L2 reading mostly influenced by cultural orientation fall 
into six groups. They are: 1) cultural orientation and attitudes toward text and purpose 
for reading, 2) cultural orientation and the types of reading skills and strategies used in 
the L1, 3) cultural orientation and the types of reading skills and strategies appropriate 
in the L2, 4) cultural orientation and beliefs about the reading process, 5) cultural 
orientation and knowledge of text types in the L1 (formal schemata), and 6) cultural 
orientation and background knowledge (content schemata). 
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2.9 Reading Problems 
Reading problems in this research study to some extent is synonymous with reading 
difficulty. The discussion will be focused on the linguistic problems or difficulties 
because it is compatible with the recall protocol as the central strategy of this research 
which is capable of revealing linguistic difficulties experienced through reading 
(Bernhardt, 1983). The scope of the problems in this research study is confined to the 
linguistic aspects the recall protocol is capable of revealing. 
Ganschow and Sparks (2000) proposed the Linguistic Coding Differences Hypotheses 
(LCDH) as a model for explaining language problems encountered by poor foreign 
language learners. It is claimed that poor foreign language learners have a common 
difficulty in linguistic coding. There are three types of linguistic coding deficits: 
phonological (involves identifying anddistinguishing between speech sounds and 
processing the sound/symbol connections), syntactic (involves understanding and 
applying grammatical, structural concepts of a language system), and semantic 
(connected with understanding meanings). Phonological and syntactic tasks are 
fundamental to language acquisition in its earliest stages, whereas semantic 
undertakings depend on the conceptual understanding of messages conveyed through 
language units. 
In terms of the syntactic role in foreign language learning, Barnet (1986) found that 
increases in syntactic knowledge impact differentially on comprehension as general 
language proficiency increases. Successful reading requires readers to extract the 
semantic gist of the language material confronting them. And, in order to get at the 
basic propositional content of a sentence, readers must be able to manipulate the 
interrelated components of sentence structure: constituent structure – what parts of the 
sentence are, and how they interrelate hierarchically; structural items – function words 
and affixes which serve as markers of grammatical relations and of constituent and 
rhetorical structure (Berman in Alderson & Urquhart, [eds], 1984). Bever (1970) also 
argues that a reader must first and foremost recognize the basic parts of a sentence – 
what constitutes its main and subordinate clauses, what their predicate and arguments 
are in propositional terms, the SVO of surface syntax, and the NVN actor-action-patient 
semantic relations. He further says that where there is a conflict between the more basic 
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ordering of semantic and syntactic relations and the surface form of sentences, as in 
passives, or where material is proposed before the surface subject, or where the 
adverbial clauses precede rather than follow the main clause, readers might be expected 
to encounter difficulty. 
Berman (1984) identified two syntactic factors as major sources of L2 comprehension 
difficulty: violation of structural prototypicality and lack of structural transparency. The 
former means that there is a conflict between the more basic ordering of semantic and 
syntactic relations and the surface form of sentences. For example, the surface form of 
the English passive construction ‘object-verb-subject’ does not conform to the 
prototypical syntactic ordering of ‘subject-verb-object’. This structural conflict will 
certainly cause problems for L2 learners who still have limited command of the target 
language. The latter means that some widely used cohesive devices in English, such as 
deletion and substitution, can obscure structural relationships for L2 learners who are 
not yet familiar with the basic structural pattern of English. In order to understand the 
meaningofasentence, it is necessary to understand the structure of that sentence in 
addition to the meaning of the individual words. The Siegel and Ryan (1984) study 
establishes a correlation between measures of syntactic ability and reading difficulties. 
Deriving meaning from text for L2 learners requires the operation of a large number of 
processes. Dockrell and McShane (1993) identify three sources of difficulties with 
reading;i)sentence processing, ii) text integration, and iii) executive strategies and 
metacognitive knowledge. One obvious factor to consider in sentence processing is 
syntactic and semantic structure of a sentence. According to Koda (2005), form-
function correspondence patterns have a significant impact on L2 sentence processing, 
particularly for beginners. But as L2 proficiency increases, the influence of form- 
function correspondence in sentence interpretation may diminish. Nuttal (1982) 
classifies four general sources of reading problems: code, assumed knowledge, concept 
complexity and vocabulary. 
As the writer has long observed with the Indonesian university students as the subjects 
of this research, the scope of the problems in English L2 reading is still around those 
stated by Koda (2005), Dockrell and McShane (1993), Berman (1984) and Nuttal 
(1982). For example, for most Indonesian learners, English phrases pose complications 
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as they have a reversed order of formation different from the Indonesian language. The 
complication increases with the presence of a sequence of adjectives in noun phrases. 
Noun phrases with long pre- and post-modifiers tend to confuse the students because the 
construction of those phrases is more complicated. Students become confused with 
phrases with prepositions in them and fail to identify their noun-head. And the 
researcher assumes that the reading problems experienced by the subjects of this 
research stem from these syntactic complexities. The complication develops when the 
presence of the noun phrases is in the complex sentence structure. Sentence structure is 
one of the most crucial aspects in language learning. The acquisition of particularly 
complex sentence structures which are predominantly present in advanced reading texts 
seems to be a major source of reading problems for Indonesian university EFL students. 
The various English sentence structures, in particular the long ones with appositives, 
and reversed and abridged construction, are very likely to cause difficulty to the L2 
learners. 
2.10. L2 Reading Teaching Strategy 
In the face of the complexity of second language reading comprehension, L2 reading 
teachers are required to understand not only the nature of reading and teaching 
methodology, but also the nature of learners and the context in which the teaching of 
reading takes place. Phakiti (2006) identifies two general factors contributing to the 
complexity of second language reading comprehension: reader factors and contextual 
factors. Reader factors include L1 literacy, L1 background, language proficiency, 
background knowledge, knowledge of genre and pragmatics, metalinguistic knowledge, 
motivation, metacognition, and strategy use. Contextual factors include text topic and 
content, text type and genre, text readability, and verbal and non-verbal communication. 
The complexity suggests that second language reading is a multidimensional process 
and that careful selection of appropriate materials and teaching approach are required if 
the second language reader is to become proficient. Forthe purpose of this research, the 
reading teaching strategies of Aebersold (1997) provided an analytical framework to 
analyze the reading teachers’ approaches, in addition to the five stages of reading 
instruction by Phillips (1984) as quoted in Hadley (1993), as they give details that can 
be used as a teaching guide in the reading classroom. 
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Aebersold’s approach to teaching reading is broadly divided into two categories: 
extensive approach and intensive approach. An extensive approach to reading is based 
on the belief that if students read large quantities of text of their own choosing, their 
ability to read will improve. Extensive reading is meant for pleasure and usually 
conducted outside the classroom at a convenient time. The emphasis of an extensive 
reading course is to use reading as a means to an end, implying that reading is used to 
accomplish something else such as a written summary, a written report, an oral report, 
etc. The focus of extensive reading is on the comprehension of main ideas, not the 
details of the text. According to Horwitz (2008), it parallels with what we think of as 
reading for pleasure in our first language. Extensive reading usually employs short 
stories, magazine articles, novels or essays. Proponents of extensive reading believe that 
extensive reading is effective in increasing the number of word items in the reader’s 
lexicon and general language improvement (Harmer, 2001). But, Day (as quoted in 
Aebersold, 1997) has reminded us that this approach requires that the teacher be 
organized and stay current with the students’ reading reports on a weekly or biweekly 
basis. There is a lot of work in extensive reading, and if we are left behind, it is 
impossible to catch up. 
In an intensive approach to reading, as Aebersold (1997) outlined, text is treated as an 
end in itself. His approach has been dominating reading instruction in most second 
language or foreign language classrooms in Indonesia. The focus of most reading 
courses so far has also been on intensive reading, that is close and careful reading. This 
intensive reading is conducted in the classroom using short texts with teachers as 
facilitators to text comprehension. Teachers are helping students go through the details 
of the text. Each text is read carefully and thoroughly for maximum comprehension. 
Wilga Rivers (1981), as quoted in Horwitz (2008), stated that intensive reading has been 
a mainstay of the Grammar Translation classroom and is often used to reinforce 
grammatical structures to be introduced at a future time. Intensive reading is a good 
method for introducing vocabulary and nuances among words. Intensive reading helps 
students develop a very secure knowledge of a small piece of language and understand 
how the target language is constructed. In a similar tone, Munby (1979) asserted that 
students need to understand linguistic as well as semantic details and pay close attention 
to the text. In intensive reading, the students are required to do many exercises that can 
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cover a broad range of reading skills such as: 
 Looking at different levels of comprehension (main ideas vs.details) 
 Understanding what is implied versus what isstated 
 Discussing what inferences a reader can reasonably make 
 Determining the order in which information is presented and its effect on the 
message 
 Identifying words that connect one idea toanother 
 Identifying words that signal movement from one section toanother 
 Noting which words indicate authors’ certainty about the information presented 
(Aebersold, 1997, p. 45). 
However, such reading practices will not promote much of the second language 
learners’ development. If students are expected to gain maximum benefit from reading, 
they have to be made familiar with both intensive and extensive reading (Davis, 1995 as 
quoted in Harmer, 2001). In practice, the teaching of reading in the EFL context such as 
Indonesia, the combination of both approaches is adopted. Phillips’ five stages of 
reading instruction, as quoted in Hadley (1993), can be used either in the classroom, in 
individualized instructional settings, or in computer-adaptive instruction. And the 
practice activities might be used in concert to integrate individual skills so that high 
levels of proficiency might be achieved. The five stages she identifies are: 
1. Preteaching/Preparation Stage. This important first step helps develop skills in 
anticipation and prediction for the reading of graphic material. It will also give 
students expectancies for the material that they are going to read. The activities in 
this stage include: 
a) Brainstorming to generate ideas that have a high probability of occurrence in 
the text 
b) Looking at visuals, headlines titles, charts, or other contextual aids that are 
provided with the text 
c) Predicting or hypothesizing on the basis of the titles or first line of a text what 
significance it might have or what might come next (p.200). 
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2. Skimming/Scanning Stages. This second stage is the process involving both getting 
the gist (skimming) and locating specific information (scanning). The activities in 
this stage are: 
a) Getting the gist of short readings, paragraphs, or graphicmaterial 
b) Identifying topic sentences and main ideas 
c) Selecting the best paraphrase from multiple-choice options of the main idea of 
a text or of the conclusion. 
d) Matching subtitles with paragraph 
e) Filling in charts or forms with key concepts 
f) Creating titles or headlines for passages 
g) Making global judgments or reacting in some global fashion to a reading 
passage (p.200). 
3. Decoding/Intensive Reading Stage. This stage is needed for students who are at the 
stage of “learning to read” rather than “reading to learn”. Students are taught not 
only how to guess the meaning of words or phrases at the word, intrasentential, 
intersentential or discourse level, but also how to interpret the meaning of 
connectors, determine the relationship among sentences or sentence elements, and 
the like. The main objective of this stage is actually not conscious, detailed 
decoding, but fluency and rapid understanding of the text. Decoding is the stage at 
which the readers’ comprehension is impeded by unknown words, complex 
structures or unfamiliar concepts. 
4. Comprehension Stage. This is the stage where the students’ comprehension is 
checked, to see whether their reading purposes have been achieved. But caution has 
to be exercised in giving the reading exercises so as not to overlap with other skills, 
such as writing, listening or speaking if they are to be considered as a pure reading 
test, and they also have to reflect the phases of the reading process. 
5. Transferable/Integrating Skills. In this stage the students are given exercises that 
will help them go beyond the confines of the specific passage to improve reading 
skills and effective reading strategies, such as contextual guessing, selective reading 
for main ideas, and appropriate dictionary usage (p.201). 
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All of these activities can be used at various levels of the students’ reading proficiency. 
Teachers are required to adapt a given sample activity format to a particular level of 
proficiency by simply choosing an appropriate topic and creating tasks that conform to 
the reading purposes of that level. 
2.11. L2 Reading Materials 
In general, types of text can be classified into two categories: fiction and non-fiction. 
Fictional texts centre on telling stories, whereas non-fictional texts centre on the 
presentation of information (Aebersold, 1997). Fictional texts tell a sequence of 
imagined events usually involving human characters whose emotional, physical, 
psychological, and spiritual experiences in life create empathy or response in the reader. 
These kinds of text may not be a part of people’s regular reading. Incontrast, 
nonfictional texts constitute people’s need for information which is performed by 
reading newspapers, magazines, instructional manuals, reports, etc., and is usually done 
on a regular basis.  
In the L2 reading teaching context, these two types of texts are classified into two 
categories: authentic and simplified/constructed (Horwitz, 2008) although there is still 
an ongoing debate in the L2/FL profession about whether or not reading materials 
should be authentic (Aebersold, 1997). Besides, the effects of simplification upon the 
linguistic features of texts remain largely unexplored (Crossley, Allen & McNamara, 
2012). Day and Bamford (1998) stated that there is no agreement whether language 
learners are better served by one type over the other. Both have their own advantages. 
Authentic reading materials are the ones that native speakers encounter in their daily 
lives, such as advertisements, movie schedules, classified ads, food packaging, etc. 
Authentic text is theoretically more appealing (Swaffar 1985; Bacon & Finnemann 
1990; Tomlinson, Dat, Masuhara & Rubdy, 2001). These texts are referred to as realia. 
Authentic materials are taken directly from L1 sources and are not changed in any way 
before they are used in the classroom (Aebersold, 1997). Authentic materials have some 
advantages, such as they can be more exciting because they include current slang and 
other commonplace daily language, and such realia provide useful reading passages for 
students to learn about everyday life in the target culture (Horwitz, 2008), and they also 
allow students to use nonlinguistic cues to interpret meaning (Grellet,1981). 
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The term simplified/constructed/modified is usually used to describe traditional text in 
which the language of the text and sometimes the cultural references had been changed 
so that L2/FL students can more readily comprehend them (Aebersold, 1997). However, 
the effects of simplification upon the linguistic features of texts remain largely 
unexplored (Crossley et al., 2012). In the context of L2 reading, the majority of L2 
reading texts at the beginner and intermediate levels use simplified input and many 
specialists highlight the practical value of simplified text (Young, 1999). 
Simplified/modified materials have the advantage of using words and structures that are 
familiar to the students so that the students have the sense of accomplishment and a 
feeling of recognition when they read, introducing and reinforcing new grammar and 
vocabulary (Horwitz, 2008). However, simplified/modified materials have some 
disadvantages as well. They have less built-in redundancy than authentic materials and 
can be more difficult for learners than well-chosen authentic materials. Simplifying 
texts reduces their natural redundancy (Hadley, 1993), and thus, denying learners the 
opportunity to learn natural forms of language (Long & Ross, 1993). 
According to Aebersold (1997), modifying or simplifying texts can be done in several 
ways: 
 Changing the words to the more frequently used. 
 Changing the grammar structures of the sentences to the less complex ones. 
 Using transitions that will make the relationship between ideas more explicit. 
 Adding background and cultural information to help the learners understand the texts 
easier. 
 
Research studies on the use of simplified/modified texts for L2/FL learners, however, 
showed little contribution of simplified texts to improving learners’ reading proficiency. 
Ulijn and Strother’s (1990) study, using American (L1, English as a native language) 
and Dutch (L2, English as a second language) found that there were no significant 
differences between subgroups reading an authentic computer science text and those 
reading a syntactically adapted text either in comprehension or in time across the four 
groups of subjects. The study of Yano et al. (1994) tried to compare the readers’ level of 
comprehension on simplified text vs. elaborated text which was conducted with 483 
Japanese college students. The results showed that the students’ reading comprehension, 
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assessed by using 30 multiple-choice test items, was higher among learners reading a 
simplified version, but not significantly different from those reading the elaborated 
version. From these two studies, we may assume that simplified/modified texts only 
play a minor role in improving L2 learners’ reading proficiency. Hill (2008) suggested 
that there should have been more texts written directly for the L2 target audience that 
are more natural, but still lexically and grammatically controlled. 
2.12. L2 Reading Assessment 
Reading assessment is probably one of the most frequesntly contested areas in the 
discussion of L2 reading instruction. The question remains the same: how 
comprehension can be accurately measured so as to reflect the true level of 
comprehension on the part of L2 readers.  According to Grabe (2009), there are twenty 
formats of L2 standardized reading assessments. They are categorized into common and 
uncommon. Those twenty formats are listed in Table 2.2 
 
Standardized Reading Assessment Format 
1. Cloze 
2. Gap-filling formats (rational cloze formats) 
3. C-test (retain initial letters of words removed) 
4. Cloze elide (remove extra word) 
5. Text segment ordering 
6. Text gap 
7. Choosing from a “heading bank” for identified paragraph 
8. Multiple-choice 
9. Sentence completion 
10. Matching (and multiple matching) techniques 
11. Classification into groups 
12. Dichotomous item (T/F/ not stated,Y/N) 
13. Editing 
14. Short answer 
15. Free recall 
16. Summary (1 sentence, 2 sentences, 5-6 sentences) 
17. Information transfer (graphs, tables, flow charts, outlines, maps) 
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18. Project performance 
19. Skimming 
20. Scanning (p. 359) 
 
Of the twenty standardized reading assessment formats, Grabe (2009) identified that 
some are common and widely used and some are not. The Cloze test, for example, 
which measures readers’ knowledge of the passage by filling blank spaces with the 
exact words from the original text, according to him, is not appropriate for L2 reading 
assessment because it is more like production measures than a reading test although 
achievement in cloze tests directly relates to achievement in other tests such as grammar 
and even sentence repetition tasks (Lange & Clausing, 1981). If the reader can perform 
this task with at least 50 per cent accuracy he or she may be rated as “fully competent” 
to read the passage. The cloze test is considered to have concurrent validity because it 
correlates highly with other language proficiencies. But Bernhardt (1991) criticized it 
saying that for scores on a cloze test to generate high correlations with other measures, 
exact word scoring must be used. And if acceptable word scoring is permitted, then the 
correlation between the cloze test and other tests decreases, therefore, changing its 
concurrent validity. 
In terms of validity, the cloze test is hardly face valid since it is rare during reading that 
a reader has a pencil in hand filling words. The cloze test is inadequate. The inadequacy 
lies in the relationship between being able to insert a word in a clause and the ability to 
understand the concepts held within a text. The cloze test is a vocabulary exercise, not 
an assessment of reading in the context when a reader has the knowledge of the passage 
but has no synonym for the words in the blanks. In line with Bernhardt is Shohamy 
(1982) who says that learners have a strong aversion to cloze testing since they feel 
defeated from the beginning. 
Multiple-choice test and true/false formats are also problematic. They are often not 
passage-dependent. Many tests, even formally and professionally developed ones, fall 
into the passage independence category. A study by Pyrczak (1975) on multiple-choice 
questions in standardized reading tests in the native languages found no significant 
difference between the scores of the students who read a passage and selected an answer 
to comprehension questions and scores of students who simply selected a, b, c, or d in 
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answer to the same comprehension questions without reading the text. This is caused by 
three reasons: prior knowledge, “the interrelatedness” of the questions, and the general 
construction of multiple-choice tests. He also says that test makers often do not have the 
freedom of using synonyms or the time to recombine structures and words carefully to 
express concepts in passages because student vocabularies are very limited and the test 
can become merely a word recognition and matching exercise. Valette (1977) also 
found problems of prior knowledge and passage independence in testing reading in a 
foreign language, saying that tests should not turn into logical thinking and problem- 
solving tasks. 
Recall protocols, which Grabe (2009) classified as a relatively uncommon test format, 
are generally considered as the most straightforward procedure for assessing the 
outcome of reader-text interaction (Koda, 2005). In this procedure, the test takers are 
asked to describe everything they remember from the text they have read. It is easy to 
prepare and administer, but it needs thorough analysis and is time consuming. For a 
250-word text with just one individual, one will need around 25 to 50 hours for scoring. 
The base scoring instrument frequently used in recall protocols is Meyer’s recall 
protocol scoring system (Bernhardt, 1991). The Meyer system identifies the structural 
characteristics as well as lexical units of a passage. The procedure helps to assess the 
relationship between passage type and level of performance. It is known to reveal 
common linguistic and conceptual difficulties experienced through reading and as such, 
it can be used not only as a teaching device but also as a testing device (Bernhardt, 
1983). Another frequently used scoring system is Johnson’s scoring system which is 
based on pausal units or breath groups. This system has also been validated by 
Bernhardt (1991) and is highly correlated with the score generated using Meyer‘s 
system. In this research study, the Johnson scoring system was chosen to calculate and 
elaborate the subjects’ recall. 
2.13. Motivation in L2 Reading 
There are several factors that are directly related to foreign language learning. One of 
them is learners’ motivation. Motivation has a decisive role in success or failure. It has 
positive correlations with success in foreign language learning. Learners who have 
strong motivation tend to succeed more, while those who have weak motivation tend to 
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succeed less. Research studies on motivation and its role in L2 learning show that 
learners’ motivation to some extent is determined by the status of the target language. In 
countries where English is as a second language, learners are intrinsically motivated to 
learn English because they are constantly exposed to and reinforced by the media and 
the social environment of the importance of being able to communicate in English 
(Lucas, et.al. 2010, p. 3). In countries where English is as a foreign language (learned as 
a school subject), learners are instrumentally motivated to learn English because they 
want to pass the test with good scores and find jobs (Al-Tamimi, et.al. 2009). 
Motivation in the context of foreign language acquisition comprises attitude and 
affective conditions that influence students’ efforts in learning a foreign language (Ellis, 
2008). It refers to internal impulse that drives someone to do things necessary to reach 
the goal (Harmer, 1988). It is also a choice taken to gain new experience as well as an 
effort to reach certain goals (Brown, 2000). Brown further classifies motivation into 
three perspectives: behaviouristic, cognitive, and constructive. Motivation from a 
behaviouristic perspective is strongly related to the drive to gain rewards for a given 
effort. While from the cognitive perspective, motivation gives more emphasis on 
decisions of the individual to attain a certain experience, in the constructivist 
perspective, motivation is much influenced by social context and other personal choices 
(Brown, 2007). 
In the field of Second Language Acquisition (SLA), motivation has been conceptualized 
in different ways. Gardner and Lambert (1972) identified two types of motivation: 
integrative and instrumental. It is integrative when the motivation to learn a foreign 
language was driven by the desire to be able to communicate with the speaker of the 
target language or be part of the community, while instrumental when the motivation to 
learn a foreign language was driven by the desire to succeed at school, jobs and other 
careers. 
Dornyei (2005) proposes the most arguably comprehensive theoretical framework for 
motivation called the L2 Motivational Self System. Through this model, he argues that 
the main driving force of language learning is the students’ future image of themselves 
as successful users of the language. The L2 Motivational Self-System posits that 
language learning motivation is primarily composed of three facets: the ideal L2 Self, 
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the L2 ought-to Self, and the learningexperience. 
The ideal L2 Self is one’s ideal self-image expressing the wish to become a competent 
L2 speaker and has been shown to be the strongest motivator for language learning (i.e., 
those learners who have developed an ideal L2 Self are those who are most likely to 
succeed in learning a second language).It involves a promotion focus (Higgins, 1987, 
1998), in which the learner does everything in his or her power to make this ideal 
L2Self a reality. The ought-to-L2 self contains “attributes that one believes one ought to 
possess (i.e. various duties, obligations, or responsibilities) in order to avoid possible 
negative outcomes” (Dornyei, 2005, p. 106) associated with not being able to speak the 
L2 in question. The L2 ought-to Self can also be a strong motivator, but arguably not as 
strong as the ideal L2 Self. It has a prevention focus, as the learner tries to avoid 
negative outcomes; thus, it is also strongly linked to societal expectations. The L2 
learning experience is a compilation of the past and current experiences of a language 
learner and how these experiences affect the language learning process. It covers 
‘situation specific motives related to the immediate learning environment and 
experience’ (Dornyei, 2005, p. 106). 
However, scholars working within socio-cultural epistemology generally argue that 
motivation should also be understood as socially constructed rather than being purely 
psychological, and internal. Norton (2000) proposes the notion of investment in 
language learning by drawing a meaningful connection between a learner’s desire and 
commitment to learn a language, and their complex identity. He argues that when L2 
learners learn an L2, they do so with the understanding that “they will acquire a wider 
range of symbolic and materials resources, which in turn increase the value of their 
cultural capital” (p.10). In this sense, L2 learners’ investment is considered as a driving 
force (motivation) to act on and change the social reality and identity is the fundamental 
source of their investment. 
In this research, both the psycho-cognitive and social perspectives on motivation 
provide a useful framework to help elucidate the participants’ motivation in learning, 
particularly in terms of L2 reading engagement and its complex relationship with L2 
reading materials and L2 reading teachers’ teaching approach within university 
education context. 
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2.14. Social Context and Reading Comprehension 
Social factors are increasingly considered crucial to reading comprehension and 
achievement. The socio-cultural context includes all of the cultural practices within 
which the learners and learning are placed. In part, the context of the classroom and the 
purpose of the lessons constitute a socio-cultural context within which meaning is 
constructed. In addition to the socio-cultural context of the classroom, learners are also 
shaped by their broader experiences, background knowledge, and social/cultural 
identities that they bring to a learning activity. 
In the context of the reading classroom, the social nature of reading appears to be 
frequently overlooked. As suggested by Gill (1992): 
       A notable feature of current approaches to reading (in first or second language) is  a 
preoccupation with the internal “causes” of comprehension, regarded as a terminal 
state of the cognitive system. Yet by allowing only for a private encounter between 
reader and text, the cognitive approach lacks terms to give more than a contingent 
account of their participation in a community and history of other texts and other 
readings. Instead, it reflects the modern myth of the individual as primary social 
fact and unit of analysis (p.3). 
Therefore, this research seeks to fill such a gap by acknowledging the significance of 
social context in the design of L2 reading curriculum and classroom pedagogy. It is also 
conducted partly in response to Block’s (2003) call for a more interdisciplinary and 
socially informed approach to SLA research. Block (2003) suggests alternatives to 
“acquisition” as it is currently conceptualized in order to rival current information - 
processing approaches. According to him, socially sensitive concepts such as 
appropriation, participation, and collaboration need to be integrated to help us gain a 
better understanding of language acquisition. He further maintains that language use 
involves more than carrying out tasks and transferring information and that the concept 
of language should be expanded to include social aspects such as face-saving and the 
negotiation of identity.  
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In light of the theoretical re-positioning above, the researcher argues, among other 
things, that learners’ decision to engage with a certain text is also being shaped by how 
they simultaneously position and are being positioned by the text. In other words, 
reading is also an act of investing in social identity. Similarly, learners’s background 
knowledge and cultural beliefs and values as well as economic status equally shape the 
way they approach their reading engagement and construct meaning of a text. All of 
these aspects need to be taken into account instead of viewing reading activity as merely 
a cognitive engagement devoid of social context. 
In the view of classroom-based pedagogy, attempts have been made to incorporate 
socio-cultural perspectives in the teaching of reading, for example, in the form of peer 
mediation and cooperative learning (Strain, 1981) as well as reciprocal teaching (Wood 
& Algozzine, 1994). All of these approaches are designed to create situation in which 
the students are members of a group, sharing and benefiting from the interaction with 
others by way of informal discussion, problem solving and modeling. There is a 
growing body of evidence that indicates that the process of acquiring an L2 is affected 
by the social context in which acquisition occurs (Cummins, 1986; Krashen, 1982, 
1985; Tharp & Gallimore, 1991; Vygotsky, 1978). The work of Vygotsky (1978) in 
particular treated reading and other language abilities as socially situated, socially 
valued endeavors. Gill (1992) also viewed the origins of reading to be a manifestly 
cultural phenomenon. He considered the absence of cultural functions from current 
theory as the result of an attempt to fit reading into a model that is interested in 
representing structural, presumably universal properties of the human mind based on 
experience have begun to be seen as independent variables and taken into account when 
looking at comprehension (Carrel, Devine, & Eskey, 1998). This research precisely 
aims to provide further information on the multiple relations among L2 reading, 
classroom practices and the socio-cultural dimension of L2 reading. 
The following chapter discusses the research methodology adopted in this research 
project in attempts to respond to the issues encapsulated in the research questions and to 
provide a coherent link to the data analysis and research findings in the subsequent 
chapters. 
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CHAPTER III  
RESEARCH METHODOLOGY 
 
3.1 Introduction 
 
The use of recall protocols has mostly been researched in the context of assessment of 
reading comprehension and the effect of test methods on reading performance. As 
opposed to discrete point-task formats (cloze test, multiple choices, true and false), 
which tend to be narrow in scope and fragmented, recalls, along with summaries, are 
believed to better measure readers’ global response to texts such as their understanding 
of main ideas and supporting ideas. Bernhard (1991) maintains that the free written 
recalls is not hampered by tester-generated test items and therefore, constitute a purer 
measure of comprehension. Research using recall protocols has also shown that the 
process involved in recall is very much influenced by text structure (Lee & Riley, 
1990), lexical factors (Flick & Anderson, 1980) and background knowledge 
(Mohammed & Swales, 1980). Some research findings, however, have put recalls into 
question. As studies using recall generally link the quantity of information recalled to 
levels of reading comprehension, research suggests this is not always the case. It is 
argued that test methods may have impacted on students’ recalls and that it is the quality 
of recalls that may reflect reading comprehension instead of the quantity of recall. For 
example, Lee and Ballman (1987) investigated the influence of increased exposure to 
grammar on L2 learners’ recall of important idea units. He found that there was a low 
representation of important idea units (19-23%) in the students’ recall. They suggested 
that this lack of important ideas may have resulted from either the readers’ inability to 
identify important ideas due to their limited language specific knowledge or the 
subjects’ perception of importance is different from that of the researchers. 
Recall procedures ask readers to write down everything they can remember. This may 
encourage readers to focus on details rather than main ideas. In a study involving the 
use of recall protocol, Lee and Riley (1990) asked the subjects about how they recalled. 
They found that the readers paid more attention to details such as names, places and 
dates simply because they realized they would have to write down everything they can 
remember. They also found that the subjects’ recall consisting of details had a higher 
number of idea units than those recalls containing main ideas but with a fewer number 
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of total idea units. These findings bring recall protocol into question as a measure of 
reading comprehension. Lee and Riley (1996) conducted further research comparing 
recall and summaries as a testing method for reading comprehension. Their findings 
reveal that although there was not a significant difference in the length of the protocols, 
readers who were instructed to write a summary produced significantly more main ideas 
than those who were instructed to write down everything they could remember, 
resulting in two qualitatively different recalls. 
This research was conducted in light of those research findings and with the idea of 
providing different perspectives on the use of recalls and taking into account the 
expanded context of reading to include students’ background and reading teachers’ 
teaching knowledge and skills. Although Lee and Ballman (1997) and Lee and Riley 
(1996) have basically suggested the possible effect of the recall task on the protocols the 
students produce, such findings are far from being conclusive. For example, the writer 
argues that the instruction to summarize by focusing on the main ideas may in itself be 
subject to the students paying attention to a certain part of the text without necessarily 
understanding the whole text. This is quite possible as the main idea of a text is 
commonly expressed at the beginning of a paragraph or stated in the concluding 
paragraph. It is also worth investigating whether the size of texts may result in the 
different items of information recalled and contribute to the varying levels of influence 
of memory on the students’ recall. Therefore, consistency in the research involving 
recall procedures remains questionable. 
3.2  Research Design  
The focus of this study was to investigate L2 texts construction of meaning by a group 
of Indonesian EFL university students. To do this, the researcher utilized recall protocol 
as a strategy to tap into the cognitive process underlying their construction of meaning 
through the reading recall they produced. Hence, in this research, the reading recall 
served as the unit of analysis. To provide in-depth analysis of their reading recall, the 
researcher pursued other sources of data such as Grammar sensitivity test, Burt word 
recognition test, and About-the-test questionnaire to help illuminate possible factors 
which might come into play in the participants’ L2 text meaning construction. Along the 
same line, the researcher conducted interviews with both the participants and their 
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respective reading teachers to investigate possible links between their recall production 
and their prior learning experience, motivation, and their teacher’s teaching approach. 
As this research involves both quantitative and qualitative data, a mixed–method 
approach combining qualitative and quantitative analysis was chosen. However, in this 
research, the qualitative research method was chosen to be used extensively, as it  
involved description, interpretation, verification and evaluation (Peshkin, 2002). The 
combination of these two research methods allowed the researcher to see the patterns 
for the types and frequency of reading errors in reading L2 texts. 
In this research, the questions being posed fell into two different categories: qualitative 
and quantitative. Whereas the kind of data to be extracted in this research can be both 
qualitative and quantitative, the approach to analysis will be mostly qualitative in 
nature. The research question number 1) “What types and sources of errors 
areexhibited by the Indonesian University EFL students in reading L2 texts?” entailed 
both quantitative and qualitative description of the types and sources of errors produced 
by the thirty participants. The research questions number 2) “What are the types and 
sources of errors characterizing the students’ production of high and low recall?” and 
number 3) “What kinds of cognitive processes are possibly engaged by the students with 
high and low recalls in reading L2 texts?” aimed to gain a deeper understanding of the 
cognitive processes underlying the students’ recalls. For this purpose, the research 
identified six students with high recall and six students with low recall. Together the 
twelve recalls were selected to serve as units of analysis for in-depth analysis under  
case study design.  
The research question number 4) “To what extent is the students’ recall performance 
related to their prior learning experience, motivation and perceptions about their 
reading teachers’ teaching approach?” and the research question number 5) “To what 
extent is the students’ recall performance related to their teachers’ teaching 
approaches?” both entailed qualitative data in the forms of verbal statements made by 
the students and teachers. These qualitative data were examined through qualitative 
analysis requiring the researcher’s interpretation of the emerging themes in the 
interview transcripts.  
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The following section highlights the conceptual underpinnings of case study and mixed-
methods design and its rationale and relevance to the line of enquiry pursued in this 
research. Next, it contextualizes the research setting and participants, followed by a 
detailed description of the research instruments involving recall protocol test, the 
Grammar Sensitivity Test, the Burt-Word Recognition Test, the interview and “About-
the-test” questions. The subsequent section focuses on ethical considerations where 
ethical issues in view of the conduct of the research are addressed. The last section of 
this chapter discusses the data collection procedure and analysis for each of the research 
questions. 
3.2.1. Case Study 
 
A case study is an empirical inquiry that investigates an in-depth understanding of a 
phenomenon within its real-life context, especially when there are no clear boundaries 
between the phenomenon and the context (Stake, 2007). In a case study, a researcher 
gathers a large amount of information on one or several cases (Newman, 1997). A case 
can be a child, a teacher, a school or a town (Stake, 1995). In such qualitative research, 
a greater understanding of a case is sought and its uniqueness and complexity are 
appreciated. In the case study, the researcher typically observes the characteristics of an 
individual unit. The purpose of such observation is to probe deeply and to analyze the 
multifarious phenomena with a view to establishing generalizations about the wider 
populations to which the unit belongs (Nunan, 1992). In this research, the cases 
emerged or were made from the twelve participants who were selected out of thirty 
participants whereas the units of analysis were the high and low recalls they produced.  
The characteristics of their high and low recalls were further explored and examined in 
relation to the participants’ prior learning experience, motivation and teachers’ teaching 
approaches. In this sense, each recall could only be understood within its each specific 
context and time, making it appropriate to select the case study as the research design 
for a qualitative analysis (Rohani,2011). 
Accordingly, the case study approach was chosen in order to explore the research 
questions at a higher level of granulation and refinement by moving from the general to 
the specific through an inductive analysis of the data at more depth and from multiple 
points of views. As encapsulated in the research questions, this study aimed to first 
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investigate in general the participants’ types and sources of difficulties in reading L2 
texts. Through case study design, it then attempted to gain an in-depth undertstanding of 
the nature of L2 reading by analyzing the kind of cognitive processes underlying such 
L2 text reading and examining its possible links to the participants’ previous learning 
experience, language specific knowledge, motivation and their reading teachers’ 
teaching approach. 
3.2.2. Mixed-Methods Design 
 
Mixed method design was chosen as it has several advantages. Creswell (2008) stated 
that a research study employing mixed-methods procedure can avoid possible uni- 
method bias and it enables the researcher to explore the research objects from many 
different perspectives which will eventually yield a more comprehensive understanding. 
Mixed-methods research design is not simply a combination of two different research 
methods, but instead, it is a research design which merges, integrates, links or embeds 
the two research approaches (Creswell, 2008). It is a research design which emphasizes 
the key concept of “integration” (Bryman, 2007). Mixed-methods allow the researcher 
to collect, analyze and mix both qualitative and quantitative data in a single study to 
understand a research problem (Creswell & Plano, 2011). In this present research study, 
the researcher selected the mixed-method strategy since the study attempted to 
investigate the reading recalls from multiple perspectives to gain in-depth understanding 
of L2 text construction of meaning.  
In collecting data, Creswell (2008) suggests the quantitative data to be collected first 
and then followed by the qualitative data. This will help explain or elaborate on the 
quantitative results. In the figure below, Creswell and Plano Clark (2007) describe the 
procedure of data collection and data analysis in mixed-methods research. 
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Figure 4. Procedure of data collection and data analysis in mixed-method 
 
 
 
 
 
As can be seen in Figure 4, the use of small letters in the word ‘quantitative’ (the first 
three upper boxes) is to show that they are not the emphasis of the present research. On 
the contrary, the use of capital letters to the word ‘Qualitative’ is to show that the 
present research gives more emphasis to qualitative research. The boxes are also divided 
into two groups: on the left side of the vertical line and on the right side of the vertical 
line. This represents the phases of the present research, in that the data collection was 
divided into two phases. The first three upper boxes and one lower box on the left side 
of the vertical line represent the first phase which includes the quantitative data 
collection as well as the qualitative ones. The quantitative data were collected from the 
recall protocol, grammar sensitivity test, word recognition test, and questionnaire, while 
the qualitative data were collected from the interview with the students and the teachers. 
The first stage of data collection was conducted with all thirty student participants and 
six English reading lecturers. The second phase of data collection for the case study 
purposes was initiated with the selection of participants by reviewing the students’ 
recall protocols. Two students with the highest scores of successful recalls and two 
students with the lowest scores were selected from each university. Thus, there were six 
most proficient and six least proficient readers who participated in the second phase. 
Each was also treated as a case study in which the high and low recall was analyzed in 
more depth involving interviews with the students and their reading teachers. 
3.3. Setting and Participants 
As the label ‘student city’ suggests, Yogyakarta is home to as many as one hundred 
tertiary education institutions. Out of these numbers, there are three private universities 
and one state university which offer undergraduate course in English education. The 
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focus of this research was the three private universities. The selection was based on the 
fact these private universities have a much higher number of both students and alumni 
than the state universities. Each year, around one hundred new students coming from all 
parts of Indonesia and aspiring to become English teachers are enrolled to each of these 
private universities whereas only around thirty new students are admitted to the state 
university. 
The participants of the research were all majoring in English education and had been in 
Year 4 or above by the time the tests were given. They were thus in the last year of their 
study and had completed most of their courses offered at undergraduate level. This 
selection was made to suit the text difficulty or complexity. Thus, in this study, the 
reading text chosen for the recall protocol test was an increasingly complex text taken 
from an IELTS preparation test written by Robert (2004). The IELTS reading texts are 
characterized by conceptual density, context-dependent vocabulary, concept 
development, and graphical information (Slavin et al, 2008). The reading tests and the 
interview were administered outside class time after permission was gained from the 
three Heads of the Study Program. 
In Indonesia, the students majoring in English education are required to take subjects 
related to language skills such as listening, speaking, reading, writing, vocabulary, 
grammar, etc. so that they will have the same threshold level before they have to choose 
their study program: linguistics, literature, or teaching. Some universities may offer 
more study programs. Each subject consists of four courses taken in four consecutive 
semesters. Thus, for the reading subject, for example, it is offered in semesters 1, 2, 3 
and 4. There are fourteen sessions in one semester and each session lasts 100 minutes.  
In this study, an approximate 10 per cent sample was taken randomly from around 300 
students of the three universities. Thus, there were ten students selected from each 
university, making up a total of thirty students to participate in the research. Their ages 
range from 22 upward and have been studying English for at least ten years. These 
thirty students were given three tests, namely the recall protocol test, the grammar 
sensitivity test, the word recognition test and a questionnaire designed by Kim (1995) to 
find out the students’ response towards the recall protocol test. To obtain a better picture 
of the subjects’ English learning background as well as to support the data obtained 
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from the tests, this research study also interviewed six English reading lecturers from 
the three universities, two from each university. Using a semi-structured interview, the 
researcher attempted to explore the lecturers’ teaching strategies and selection of 
English reading materials. 
The selection of the student participants and the six English reading lecturers was made 
by the heads of the department. The researcher contacted the three heads of the English 
Education Department of the three universities long before the data collection took 
place when the researcher was still in Australia. There were two main issues raised in 
the conversation: the permission to conduct research about the students’ English 
learning-to-read and the selection of the student participants as well as the reading 
lecturers. All of the three heads of the English education departments showed no 
objection if their students would be used as research participants, and they also showed 
their strong support to help select and organize the students to take part in this research. 
Therefore, it did not take a long time to obtain the approval letter. 
Data collection lasted approximately two months in the three private universities. In the 
initial process of data collection, the researcher first recruited a research assistant, a 
student employee at one of the universities. She assisted me during the administration of 
the tests. Upon arriving at each of the universities, accompanied by the head of the 
department, the researcher met some of the student participants. On this occasion, the 
researcher explained matters related to their involvement in this research study, and at 
the end of the session, the researcher recruited one student coordinator from each 
university whose task was to organize the student participants to decide the date and 
time convenient for them to take the tests. To reach an agreement among ten students 
from each university on date and time for the test administration was a crucial part of 
data collection, because most of them did not attend regular class anymore. They had to 
be contacted one by one by phone. Besides, with their own activities, the test 
administration for three consecutive tests which took around two hours and then 
followed by an interview session later on another day was also under much 
consideration for them before they finally decided that they would voluntarily take part 
in the current research. 
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3.4. Research Instruments 
 
The data for this research project were collected through the following tools: 
1. the recall protocol test, 
2. a grammar sensitivity test, 
3. the Burt-word recognition test, 
4. an interview and 
5. an “about-the-test” question. 
 
The following section describes each of the research instruments employed in this 
research project. In particular, it elaborates the conceptual framework and design of 
each instrument and its relevance to generating the kind of data required. 
3.4.1. Recall Protocol Test 
A protocol is a method to obtain information about mental processing which takes its 
roots from cognitive psychology. It is a method that taps into the subjects’ mental 
processing through verbal reports. This method, according to Ericsson and Simon 
(1993), relies heavily on the construct of short-term and long-term memory, depending 
on its capacity. In the short-term memory, the information is stored for a limited time. 
Therefore, it can be brought to consciousness and can be verbalized when needed. In 
relation to verbalization of information for reporting purposes, Cohen (1996) classifies 
the reports into three types of data: 1) self-report: the subjects describe their learning 
behaviour in general, 2) self-observation: the subjects report the result of a specific 
learning behaviour, and 3) self-revelation: the subjects demonstrate the thinking 
processes of some particular information being learned. Such verbal reports are very 
useful in revealing mental processes, and for the present study, the recall protocol test 
was chosen to explore such mental processes. 
In this research, Johnson’s scoring system (Johnson, 1970) was adopted to develop the 
marking scheme of the reading recall protocol. According to Johnson’s scoring system, 
the reading text is divided into pausal units based on normally paced oral reading. The 
pausal divisions were made by a native speaker of English. 
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3.4.2. “About-the-test” Question 
Two features of developing a questionnaire that must be taken into account are validity 
and reliability. Validity refers to whether the questions measure what they have to 
measure and reliability refers to whether the questions are consistent in measuring what 
they measure. One type of validity of the questionnaire is content validity. According to 
Fernandez (1984), content validity is related to how well the test measures the subject 
matter and behaviour under consideration. The assessment of content validity can be 
based on expert judgment. The expert will decide whether the substance or content of 
the measure is representative of the content or the universe of property being measured. 
For the purpose of this research, the assessment was made by the researcher’s 
supervisor. 
The questionnaire used in this research study was adopted from that of Kim’s (1995) 
which is called “About-the-test”. The questionnaire was given in order to obtain in- 
depth information about what goes on inside the reader’s “black box” so that the 
researcher will be able to see not only how information is remembered, but also how 
much of what kind of information is remembered (Horiba 1990). The questionnaire 
consisted of two questions and was employed to ascertain the subjects’ response to the 
recall protocol test. The first question was exploring the subjects’ response about the 
level of difficulty of the reading passage in the recall protocol test, while the second one 
is exploring the aspect(s) of the passage that made it difficult. The responses to the first 
question were measured on a five-point scale: very difficult, difficult, average, easy, and 
very easy, whereas the responses of the second question were measured on the aspect(s) 
of the passage, namely vocabulary, grammar, sentence length, passage length, 
background knowledge, and time. This questionnaire is contained in the appendix. 
The questionnaire used in this research study was adopted from that of Kim (1995) 
which is called “About-the-test”. The questionnaire was given in order to obtain in- 
depth information about what goes on inside the reader’s “black box” so that the 
researcher will be able to see not only how information is remembered, but also how 
much of what kind of information is remembered (Horiba 1990). The questionnaire 
consisted of two questions and was employed to ascertain the subjects’ response to the 
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recall protocol test. The first question was exploring the subjects’ response about the 
level of difficulty of the reading passage in the recall protocol test, while the second one 
is exploring the aspect(s) of the passage that made it difficult. The responses to the first 
question were measured on a five-point scale: very difficult, difficult, average, easy, and 
very easy, whereas the responses of the second question were measured on the aspect(s) 
of the passage, namely vocabulary, grammar, sentence length, passage length, 
background knowledge, and time. This questionnaire is contained in the appendix. 
3.4.3. Grammar SensitivityTest 
The grammar sensitivity test employed in this research study was developed based on 
the MLAT (Modern Language Aptitude Test). It was employed to support the data from 
the students’ recall protocol. A grammar sensitivity test helps measure an individual’s 
aptitude for learning a foreign language and predict success in learning all basic 
communication skills. Gillece (2006: 35) defines grammatical sensitivity as “the ability 
to handle grammar, i.e. the forms of language and their arrangements in natural 
utterances”. This particular test was used to measure subjects’ ability to recognize the 
grammatical functions of words in sentence structures. In other words, it can help 
examine the participants’ ability to identify the function of certain words in a sentence 
without having to learn first their grammatical labels. It is in line with Skehan (1988) 
who stated that the grammatical sensitivity test examines the ability to understand the 
contribution that words make in sentences. It does not deal with explicit grammar 
knowledge but with awareness of syntactic patterns (Robinson, 2001). 
According to Carroll and Sapon, the creator of MLAT (1959) as quoted in Sasaki 
(2012), there are at least four independent “specialized” abilities that comprise second 
language learning aptitude. They are phonetic coding ability, grammatical sensitivity, 
rote learning ability and inductive language learning ability. Phonetic coding ability is 
the ability to identify distinct sounds, to form associations between those sounds and 
symbols representing them and to retain these associations. Grammatical sensitivity is 
the ability to recognize the grammatical functions of words (or other linguistic entities) 
in sentence structures. It does not indicate the ability to name the functions, but it deals 
with the ability to determine whether or not words in different sentences perform the 
same function (Gas and Selinker, 2001). Rote learning ability for foreign language 
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materials is the ability to learn associations between sounds and meanings rapidly and 
efficiently and to retain these associations. Inductive language learning ability is the 
ability to infer or induce the rules governing a set of language materials given samples 
of language materials that permit such inferences. 
The MLAT consists of five sections, each one testing separate abilities. Each subpart is 
intended to measure one or more of Carroll’s four components of foreign language 
aptitude. The five parts of the test are: part I: Number Learning, part II: Phonetic Script, 
part III: Spelling Cues, part IV: Words in Sentences, and part V: Paired Associates). For 
the purpose of this study, the researcher chose part IV, words in sentences, because this 
test measures the subjects’ grammatical sensitivity (syntactic structures) and inductive 
patterning without using any grammatical terminology. 
The grammar sensitivity test employed in this research study was constructed by the 
researcher under the guidance of his supervisor. The test was developed as closely as 
possible to the nature of the grammar sensitivity test used in MLAT. It consists of ten 
test items with three questions for each item. So, there were thirty items in total. In the 
test, the students were asked to select the word in the second sentence which has the 
same function as the ones underlined in the first sentence. There was no time limit in the 
test to assure that the students were free from time pressures so that their grammatical 
sensitivity could be accurately measured. 
3.4.4. Word RecognitionTest 
 
The Burt Word Reading Test is an individually administered, untimed measure 
consisting of 110 selected words in isolation printed in differing sizes of type and 
graded in order of difficulty. The stimulus words are presented on a card from which the 
students read orally, pronouncing each word until 10 consecutive words are read 
incorrectly. The scoring is based on the number of correct words which were then 
converted into a reading age. For example, a score of 25 would give a reading age of 
6.5. The reading ages are given in years and months (www.childrens-
stories.net/reading-age/burt-reading-age-test.pdf). 
The Burt word reading test starts to assess the reading age of L1 readers at the age of 5.3 
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up to 14.3. (The full text of the test can be found in Appendix 10). The readers are 
categorized at the reading age of 5.3 when their score is 2 and 14.3 when their score is 
110. The Burt word reading test does not give classification of reading age in 
comparison with the vocabulary size L1 readers have already acquired. In line with L1 
readers’ vocabulary size, Grabe (2009) stated that L1 students (at least in English) 
usually know several thousand words orally in their L1 before starting to read. By the 
time they are at the age of six, L1 readers have typically known 5000 to 8000 words 
orally (Anglin, 1993; Cunningham, 2005), while for L2 readers to have acquired such a 
vocabulary size would be considered as quite advanced learners (Grabe, 2009). 
The Burt word reading test, used in conjunction with other information, allows teachers 
to form a broad estimate of a child’s reading achievement to aid decisions about 
appropriate teaching and reading materials, instructional grouping, etc. In addition, the 
Burt Word Reading Test has proved useful as an indicator of possible wider reading 
problems (Burt Reading Test [1974] Revised [New Zealand]) (www.childrens-
stories.net/reading-age/burt-reading-age-test.pdf). 
This test was given to 30 Indonesian university EFL students studying in an English 
Education Department year 4 whose ages ranged from 20 – 22. There was no teaching 
to the test. As suggested by the test the point at which a student should commence is left 
to the discretion of the teacher, the researcher asked the student participants to start 
reading the word “nurse”, the word number 31, which is equal to the reading age of 6.9. 
This was taken on the assumption that the participants have been receiving formal 
English instruction for nine years (three years in junior secondary and three years in 
senior high school, and three years in university). As they are the students of an English 
Education Department, they have also been receiving intensive English instructions for 
the whole three years of their university studies and they are planning to become 
English teachers in junior secondary or senior high schools in Indonesia. 
3.4.5. Interview 
 
An interview was also employed in order to tap into each of the twelve subjects’ 
English learning-to-read background. The type of interview adopted for this research 
was a semi-structured interview because it gives greater scope for the interviewer to 
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investigate, to bring unprepared new material into the discussion and amplify the 
subjects’ response in order for them to give as complete a picture about their learning 
reading background as possible (Matsumoto, 1993). Cohen and Manion (1980) define 
the research interview as a two-person conversation initiated by the interviewer for the 
specific purpose of obtaining research relevant information and focused on content 
specified by the research objectives of systematic description, prediction or explanation. 
The most common form of interview is the face-to-face encounter in a particular setting. 
In some cases, the interview is done on the basis of one-on-one encounter (the one 
chosen for this research), but on other occasions, it is done between an interviewer with 
more than one interviewee which is called a focus group (Fontana & Frey, 2005). 
Cohen and Manion (1980) further explain that interviews can be defined by the 
purposes they have, whether to gather information with direct bearing on the research 
objectives, to test a hypothesis or to be used as a technique to help explain variables and 
relationships, and to be used in conjunction with other methods in research 
undertakings. 
There are three reasons why the researcher used the interview technique in the data 
collection. First, the researcher needed to gain more in-depth data relating to the 
subjects’ English learning background, including English learning resources and certain 
information related to the participants’ behaviour, feelings or interpretation. It is quite 
difficult sometimes to observe the feelings, interpretation and some behaviours as the 
way they talk during the interview may also be affected by their level of comfort in 
disclosing information. Furthermore, the presence of the researcher may also contribute 
the the constructed nature of the participants’ responses to the interview questions. 
However, but by addressing appropriate questions in the interview, the researcher can 
find much information about their feelings, interpretations, and behaviour. Second, the 
researcher needs to learn something about past incidents that may recur. For example, 
the implementation of a teaching strategy by the reading lecturers, the reading texts 
used for intensive or extensive reading, the evaluation technique for assessing reading, 
etc. Third, the researcher needs to explore the research issues in depth. The use of the 
interview technique enables the researcher to obtain as much detailed information as 
possible about the participants. In this present research, the interview was done to two 
cohorts: twelve students (as explained above) and six reading teachers (two selected 
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from each university). The data from the interview with the reading teachers was 
intended to support the data from the other research instruments as explained above and 
as data triangulation. 
3.5 Data Collection Procedures 
The data collection process was conducted in two stages. The first stage was the 
collection of quantitative data which was marked by the administration of recall 
protocol to the thirthy research participants who had been selected through random 
sampling as discussed in Section 3.3. As there were three universities involved in this 
research study, the order of the test administration was the same throughout the data 
collection, being recall protocol as the first which was then followed by the 
questionnaire, grammar sensitivity test second, and the word recognition test third or the 
last. Altogether, the administration of the three tests and a questionnaire took around 
two hours. The sampling of the twelve participants for an in-depth investigation was 
done through maximum variation sampling (Patton, 1990) in which I reviewed the recall 
protocol results and selected two participants with high recall and two participants with 
low recall from each university or cohort, making up a total of twelve participants. The 
scoring of the grammar sensitivity test, word recognition test and the questionnaire was 
conducted after the interview sessions with the twelve participants and the six English 
reading lecturers were completed. 
The second stage of data collection, which was gathering qualitative data, was initiated 
by the selection of the twelve case study students. There were twelve students in total 
from three private universities which are all located in Yogyakarta, Indonesia. After the 
twelve students were selected, the qualitative data collection in the form of interview 
began. As stated previously, the interview was conducted on a one-on-one basis and 
semi-structured in nature. The following table (Table 3.1) summarizes the research 
stages which consisted of developing a sampling strategy, deciding on a sample number, 
selecting and administering research instruments, selecting and implementing 
approaches to analysis and addressing the research questions in light of the collected 
data
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Table 3.1 Data Collection Process 
 
 
 Sampling 
strategy 
Sample 
Number 
Research 
Instruments 
Approaches RQ 
Students 3 private 
universities selected 
by the researcher 
N 30 Recall Protocol 
Text(see Appendix) 
Interpretative 
Descriptive 
1 
   Grammar Sensitivity 
Test (see Appendix) 
Quantitative 
Descriptive 
1,2,3 
   Word Recognition Test 
(see Appendix) 
Quantitative 
Descriptive 
1,2,3 
   About-the Test 
Questionnaire 
Quantitative 
Descriptive 
1,2,3 
Student Sub- 
Sample 
Maximum Variation N 123 cohorts = 
N4 taught by 2 
different 
teachers of the 
same University 
Semi Structured 
Interview 
Case Study 
Interpretative 
Recursive Critical 
Text Analysis 
4 
English 
Language 
Teachers 
Selected by each of 
head of department 
from the 3 
privateuniversities 
N 6 =3 cohorts Semi structured 
Interview 
Interpretative 
Recursive Critical 
Discourse 
Analysis 
5 
 
The data for this research were collected over a span of approximately two months and 
a half. The first stage of data collection took place in early October 2012 when the 
researcher administered recall protocol procedure to the participants and subsequent 
tests such as About-the-test Questionnaire, Grammar Sensitivity test, Butt Word 
Recognition test, and Reading Age test. The second stage of data collection occurred in 
November 2012 during with the researcher conducted the semi-structutred interviews 
with the student participants. The last stage of data collection involved semi-structured 
interviews with the reading teachers which occurred in December 2012. Table 3.2 
summarizes the data collection timeline in this research.  
Table 3.2 Data Collection Timeline 
Time  Stage  Data collection tools  Duration  Data collected 
1-2 
October  
2012 
     I Recall protocol procedure and 
About-the-test Questionnaire  
60 minutes for 
recall, 10 minutes 
for questionnaire  
30 written recalls, 
30 survey results  
3 October 
2012  
     I Grammar Sensitivity test, Word 
Recognition test, Reading Age test  
60 minutes  30 individual test 
results 
6 – 30 
November 
2012  
     
    II  
Semi structured interviews with 12 
students  
30 minutes/each 
student  
12 individual 
interview 
transcripts  
1 – 15 
December 
2012 
  II Semi-structured interviews with 6 
reading teachers  
30 minutes for 
each teacher  
6 individual 
interview 
transcripts  
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3.5.1 Ethical Considerations 
This study recruited 30 Indonesian university EFL students and six reading teachers 
from three private universities all located in Yogyakarta in Indonesia. The student 
participants, aged 22+, were all young adult students who were English-majors and had 
been studying English for at least 10 years.  
To protect the participants’ privacy and anonymity, the researcher took the following 
five steps. First, the researcher made absolutely clear to all the participants that their 
participation in the survey was on a voluntary basis. Second, all the participants were 
advised that they could withdraw at any stage of the data collection. Moreover, they 
could discontinue with this data collection process and any unprocessed data may also 
be with drawn upon their request. Third, a pseudonym was used in the transcripts to 
replace the names of the participants. Fourth, the researcher kept the answered 
questionnaires and consent forms in strict confidentiality. 
Fifth, in order to better protect the confidentiality of each student’s participation in this 
study, every participant’s name was matched up with a code number by the researcher. 
The data pairing the subject’s name to the assigned code number were kept separate 
from all research materials and were available only to the researcher. In sum, all of the 
above measures were taken to ensure the participants’ rights and privacy were well- 
protected and that they were under no compulsion whatsoever to either participate or 
withdraw from the research. 
While the researcher was known to two of the reading lecturers being interviewed as 
fellow lecturers, the other four reading lecturers had not known the researcher before as 
they worked in different universities, rendering less possibility that they might have 
made up their answers to the researcher’s questions. However, in this research, the 
researcher wishes to acknowledge that his role and position as a researcher might have 
come into play to shape the ways the participants responded to his questions, resulting 
in the constructed nature of the data collected. Similarly, in attempting to make sense of 
the data, the researcher was not seeking to find ‘valid knowledge’ nor an ‘objective 
reality’. The researcher conceived reality as relative, multiple and contingent and as 
such the analysis in this research thus constituted one version of reality based on his 
subjective view of reality which may not be true across different contexts. 
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3.5.2 Data Collection for Research Question 1 
The data for the research question 1 “What types and sources of errors are exhibited by 
the Indonesian EFL university students in reading L2 text?” were collected by 
administering a recall protocol test to the 30 research subjects. The data were in the 
form of the subjects’ reading recalls which they produced after reading apassage in 
English. The reading passage used in the research project was taken from the IELTS 
preparation course material and was purposefully chosen to suit the students’ current 
level of language proficiency. The selection of the text was also informed by Krashen’s 
(1982) notion o fcomprehensible input which suggests that language input should be a 
little beyond the students’ present level of knowledge in order to be comprehensible. 
The 30 participants were asked to read the reading passage in its original form as 
presented below: 
Emmeline Pankhurst was born in Manchester in 1858 to Robert Goulden, a successful 
businessman who was also a committed socialist and Sophia Crane, an ardent feminist. 
Together with her daughters, Sylvia and Christabel, she is remembered as one of the major 
figures in the fight for women’s suffrage. Although the suffrage movement had been active for 
at least thirty years, it was her founding of the Women’s Social and Political Union (WSPU or 
The Union) in 1903 that really fired the public’s imagination and made ‘Vote for Women’ the 
subject of the day. 
 
The small group began with peaceful protests. However, convinced that such methods would 
not bring the desired result, Christabel and Emmeline decided that a more militant approach 
was needed to force the government to take notice of their demands. The motto of the WSPU 
was ‘deeds not words’. These militant campaigners became known as suffragettes. 
 
On October 13th, 1905, the day before a General Election, Christabel and another WSPU 
member disrupted a Liberal Party meeting in Manchester by asking ‘Will the Liberal 
Government, if returned, give votes to women?’ The question was not answered, so it was 
repeated by the women who were then summarily ejected from the meeting by the police, who 
charged them with obstruction, ordering them to pay a fine or face imprisonment. Emmeline 
offered to pay the fines, but Christabel refused, preferring to go to prison for the cause. Her 
pioneering action brought a good deal of publicity to the movement, encouraging more women 
to join their ranks. 
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The recall protocol test was administered while taking heed of the issue of memory 
requirement in the production of recalls. As Kobayashi (1995) points out, readers may 
not be able to remember all they have understood. Alderson (2000), however, maintains 
that if the recall task follows immediately after the reading, the requirement of memory 
need not be an issue. Apparently, there has been no consensus on whether the 
requirement of memory in recall protocols biases our understanding of learners’ reading 
comprehension ability and this issue remains unexplored to date. This research, 
therefore, attempted to keep the requirement of memory to a minimum level through the 
choice of procedure in the recall protocol. The recall protocol test procedures consist of 
the following steps: 
Step 1: 
 
The participants were told that they would be asked to read a relatively short reading text consisting of 
three paragraphs. They were told to read and understand the text and to remember as much information 
as they could because they would be asked to write down again in L1 everything they could remember 
from reading the text. 
 
Step 2: 
 
The participants were presented with the text and asked to read it as many times as they needed until they 
were prepared to surrender the text. This was done to minimize the influence of memory 
 
Step 3: 
 
After they surrendered the whole text, they were asked to read the text again but this time perparagraph. 
Step4: 
As soon as they were prepared, and handed in the first paragraph, they were asked to write in L1 
everything they could remember about the first paragraph. The researcher, assisted by one assistant, 
gave the participants the blank sheet for them to write down everything they could remember about the 
text in Bahasa Indonesia. They were told that there was no time limit in writing their recalls. This was 
done to minimize the requirement of memory. 
 
Step 5: 
 
The step 4 was repeated for the second and third paragraph. After this was completed, all of the recalls in 
Bahasa Indonesia from the 30 participants were then collected 
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Step 6: 
 
The subject’s recalls were then translated back to English for analysis of types and sources of errors. The 
translation was done in accurate English whilst takinginto account both the deep and surface structure of 
the text and the different ways ideas are expressed in both languages 
 
To triangulate the data collected from the recall protocol procedure, this research also 
administered other data collection tools namely About-the-test Questionnaire, Grammar 
Sensitivity test, and Burt Word Recognition test. The procedures are described as 
follows: 
“About-the-Test” Questionnaire 
The About-the-Test questionnaire was administered to investigate whether the students’ 
recall performance correlated with their perception about the test and its difficulty 
pertaining to vocabulary, grammar and sentence length. The first procedure involved 
administering the “about-the-test” questionnaire developed by Sung-Ae Kim (1995). 
The research sample consisted of 12 students who were chosen as the case studies. 
 
The questionnaire contained questions exploring students’ perception about the level of 
difficulty of the text and the aspects of the text causing such difficulty. The level of 
difficulty ranged from very easy, easy, average, difficult and very difficult, while the 
area of difficulties included vocabulary, grammar, sentence length, passage length, 
background knowledge and time. In the test, the participants were asked to select 
options appropriate to their perception about the recall protocol test they had just done. 
They were allowed to select more than one option for each question. The test took 
around ten minutes. The response of the participants was calculated using a Likert scale 
to see the level of the difficulty and the sections of the passage the participants found 
difficult. 
 
The questions were as follows: 
Question 1: What do you think of the level of difficulty of 
the reading passage? 
a. Very difficult 
b. Difficult 
c. Average 
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d. Easy 
e. Veryeasy 
Question 2: What aspect of the reading text made it difficult? 
a. Vocabulary 
b. Grammar 
c. Sentence length’ 
d. Passage length 
e. Background knowledge 
f. Time 
 
Before the participants were asked to answer the two questions, they were given a 
detailed explanation about what each question meant and what they were supposed to 
do. This was intended to make sure that they understood each question and could 
identify and measure each topic to their best understanding. 
The participants were asked to select the options according to their perception about the 
recall protocol test they had just done. They were allowed to select more than one 
option for each question. The test took about 10 minutes. After all of the participants 
had completed the task, they were immediately given the Grammar Sensitivity Test 
Grammar Sensitivity test 
The grammar sensitivity test was employed to examine whether there was a correlation 
between the numbers of recalls produced with the students’ language specific 
knowledge. In this regard, the background knowledge being examined through the 
Grammar Sensitivity test was related to the students’ language specific knowledge. 
The grammar sensitivity test employed in this research study was constructed by the 
researcher under the guidance of his supervisor. The test was developed as closely as 
possible to the nature of the grammar sensitivity test used in MLAT. It consists of ten 
test items with three questions for each item. So, there were thirty items in total. In the 
test, the students were asked to select the word in the second sentence which has the 
same function as the ones underlined in the first sentence. There was no time limit in the 
test to assure that the students were free from time pressures so that their grammatical 
sensitivity could be accurately measured. 
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In the following example, the participants had to choose which words in the second 
sentence (B) have the same function as the underlined word in the first sentence (A). 
The answer of this sample is he, quickly and bitten 
Instruction: Find the word in sentence B which plays the same grammatical 
function as the underlined words in sentence A 
Example:  
A. The train arrived late after it had been delayed by the accident. 
B. When the man had been bitten by the dog, he went quickly to the hospital. 
                        A                      B                         
Answer:     train         =       he 
  late          =       quickly 
  delayed    =      bitten  
 
 
Burt Word Recognition Test 
 
The Burt Word Recognition Test is used to form a broad estimate of a child’s reading 
achievement to aid decisions about appropriate teaching and reading materials, 
instructional grouping, etc. as well as an indicator of possible wider reading problems 
(www.childrens-stories.net/reading-age/burt-reading-age-test.pdf). 
This test was administered in ways as suggested by the manual with minor modification 
in that the participants were also asked to tell the meaning of the words read instead of 
just pronouncing them. Each participant was tested individually in a quiet area away 
from other participants. In the test, to record each of the individual participants’ reading 
performance on the Burt Reading Test, he/she was given a copy of its list of words and 
then was asked to read them aloud. While a participant was reading, the researcher, 
equipped with a pen and the same copy as the participant’s, made a tick to each of the 
words correctly read. The test started from the word “nurse” with the considerations as 
stated in the previous chapter. The reading was stopped after 10 consecutive errors were 
made. The researcher then counted the words that had been read correctly and converted 
these raw scores into a reading age. There was no teaching to this test. 
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3.5.3 Data Collection for Research Question Number 2 and 3 
 
The research question number 2 “What are the types and sources of errors 
characterizing the students’ production of high and low recall?” and number 3 “What 
kinds of cognitive processes are possibly engaged by the students with high and low 
recalls in reading L2 texts?” were formulated as part of the case study approach to 
investigating at a deeper level the types and sources of errors characterizing high and 
low recalls and the cognitive processes underlying such high and low recall. The data 
were collected by selecting six participants with the highest recalls and six participants 
with the lowest recalls out of the thirty participants discussed in research question 
number 1. The selection of high and low recalls was based on the number of successful 
recalls each participant produced. (The criteria for successful recall will be discussed in 
the section ‘Data Analysis’). The 12 recalls were then used to provide the data for the 
analysis of possible cognitive processes underlying L2 reading. 
3.5.4 Data CollectionFor Research Question Number 4 
The data for the research question number 4 “To what extent are the students’ high and 
low recall related to their prior learning experience, motivation and perception of 
reading class?” were collected from the semi-structured interviews with the 12 students 
selected for the case studies. In particular, the data were used to inform the researcher of 
the participants’ learning experience both during and outside the reading class, 
including their perception about their teachers’ teaching approach. They were also used 
to inform the researcher about the level of reading engagement and learning motivation 
associated both with reading in L2 and learning in general. The data for the background 
knowledge were collected from the “About-the-Test” Questionnaire, the Grammar 
Sensitivity test and the Burt word recognition test which had been previously 
administered to the 30 participants prior to the selection of the 12 participants for the 
case studies. 
In this research, the interview involved only 12 participants selected for the case studies 
after all the three tests and the questionnaire had been completed. It was conducted at 
different times and in an informal setting depending on the arrangement convenient for 
both the students and the researcher. In order to gain in-depth responses from the 
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participants and to avoid any communication barrier due to the students’ limited English 
skill, the interview was conducted in Bahasa Indonesia and in a relaxed atmosphere. In 
this regard, the researcher followed Mackay and Gass’s (2005) suggestion to conduct 
the interview in the participants’ native language just in case the participants’ in 
adequate skill in English prevented the researcher from obtaining the rich data sought. 
The interview with the research participants took place at different times and places. On 
several occasions, the interview was conducted at a food stall, in a park or in the library. 
The interview was designed based on the qualitative interviewing guidelines of Rubin 
and Rubin (2005) who suggested that the researcher “pose initial questions in a broad 
way to give the interviewees the opportunity to answer from their own experiences” (p. 
33). To create a relaxed ambience and good rapport with the interviewee, the researcher 
began by asking a few simple questions before moving on to the main questions. 
The main questions centered around the participants’ English learning background and 
motivation, including their learning habits, learning environment both at home and on 
campus, learning facilities and support from both their family and the university, the 
teaching strategies employed by the reading lecturers and the reading materials used. 
Below are examples of the questions asked during the interview.  
-Have you learned English before?  
-How often do you read in English?   
-How do you feen about your reading class?  
-What do you think of your teachers’ teaching method?  
 
Occasionally, exploratory or clarifying questions were asked to follow up a specific 
point of interest to obtain a more in-depth answer from the participants. Each interview 
took around 30 minutes and it was audiorecorded. 
3.5.5 Data Collection for Research Question Number 5 
The data for the research question number 4 “To what extent are the students’ high and 
low recall related to the L2 reading teachers’ teaching approach?” were collected from 
the semi-structured interviews with the reading teachers of the 12 participants selected 
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for the case studies. The semi-structured interview took place at the lecturer’s office at a 
specified date and time as mutually agreed by the lecturer and the researcher. Each 
interview with the reading lecturer lasted approximately 1.5 hours. The interviews were 
conducted in English as the reading lecturers were presumed to have the necessary skill 
to both understand spoken English and express ideas in English. The interview started 
with simple questions about themselves and a bit of humor to break the ice and establish 
rapport. The main questions were formulated in plain and straightforward English to 
facilitate easy understanding. They were designed around three major issues: teachers’ 
understanding of teaching strategies and style, perception of self-efficacy as reading 
teachers, and views on L2 reading curriculum in their respective context. Similar to the 
interviews with the participants, in addition to the main questions, a further explanatory 
or clarifying question was occasionally asked to follow up on a specific point of interest 
to uncover deeper meanings. Below are some examples of the main questions: 
-How do you describe your approach to teaching reading? 
-What do you think of the reading curriculum in your context? 
-What do you think of your students’ reading performance? 
-What are the challenges in teaching reading in your context? 
 
Similar to the techniques applied in the interviews with the students, occasionally a 
further probing question or clarifying question was asked to gain further insight into the 
topic being investigated. For example, the main question was followed up with an 
explanatory question such as ‘What make you think it is efficient?”. By doing so, the 
researcher was simultaneously testing the extent to which the response showed different 
degrees of assurance and authenticity. 
 
3.6 Data Analysis Procedure 
The recall data from the 30 participants were analyzed through a number of stages. Prior 
to the analysis, the reading passage used in the recall protocol test was divided into 
pausal units. In the context of L1 research on reading, a pausal unit (PU) can be defined 
as a unit of information that has a pause on each end of it during normally paced 
reading. As a unit of information, it is generally self-sufficient and consists of 
syntactically related components. To gain accuracy in producing PUs, it was important 
that the reading passage was read through by a native speaker of English.The researcher 
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 1     2      3         4       5           6 
Emmeline Pankhurst / was born / in Manchester / in 1858 / to Robert Goulden, / a successful  
    7        8    9 
businessman / who was also a committed socialist / and Sophia Crane, / an ardent feminist/.  
  10   11   12          13 
Together with her daughters, / Sylvia and Christabel, / she is remembered / as one of the major  
   14        15        16 
figures / in the fight for women’s suffrage. / Although the suffrage movement / had been active / for 
 17   18    19     20 
at least thirty years, / it was her founding / of the Women’s Social and Political Union / (WSPU or  
  21          22     23        24   
The Union) / in 1903 / that really fired / the public’s imagination / and made ‘Vote for Women’ / the 
 25 
subject of the day. /  
  
           26                       27          28                29 
The small group began / with peaceful protests. / However, / convinced that such methods / would  
  30      31    32          33                       34               35 
not bring / the desired result, / Christabel and Emmeline decided / that a more / militant /approach 
 36          37   38                        39                                   40 
/ was needed / to force the government / to take notice / of their demands. / The motto of the WSPU  
 41 41   43   44 
was / ‘deeds / not words’. / These militant campaigners / became known as suffragettes. / 
 
 45    46               47 
On October 13th, 1905, / the day before a General Election, / Christabel and another WSPU  
   48    49             50 
member / disrupted a Liberal Party meeting / in Manchester by asking / ‘Will the Liberal  
         51  52                    53                54 
Government, / if returned, / give votes to women?’ / The question was not answered, / so it was  
  55  56   57        58                         59 
repeated / by the women / who were then / summarily ejected / from the meeting / by the police, /  
 60      61          62     63         64 
who charged them / with obstruction, / ordering them / to pay a fine / or face imprisonment. /  
          65                   66                              67   68      69 
Emmeline offered / to pay the fines, / but Christabel refused, / preferring to go to prison / for the  
  70        71                   72                  73     74 
cause. / Her pioneering / action / brought a good deal of publicity / to the movement, / encouraging 
       75 
more women / to join their ranks. / 
 
 
 
 
 
 
 
 
 
 
 
 
  
had asked a native speaker of English to read the text aloud and marked all those places 
in the text where they paused. Whilst pausal units may vary in length among different 
native speakers, it was decided that the shortest units were to be used in this research. 
The reading passage was finally divided into 75 PUs in a 253-word text. For ease of 
reference, the order of pausal unit was numbered. The reading passage with its pausal 
units is presented below: 
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As shown above, the order of pausal unit in the text was numbered starting from 
number 1 to number 75. Thus, PU1 refers to the first pausal unit at the beginning of the 
text whereas PU 75 refers to the last pausal unit at the end of the text. The reading 
passage with marked pausal units serves as a framework to analyze the reading recalls 
of the 30 participants. First, the 30 participants’ recalls in Bahasa Indonesia were 
translated back into English. They were then marked in terms of their pausal units based 
on the pausal units of the original reading passage. 
It should be emphasized that the analysis of the students’ recalls was meaning-based 
instead of verbatim-based. This means that recalls were counted based on whether they 
bore semantic similarity to the text. In this research, the pausal units in the recalls which 
had similar meanings to the original text were categorized as successful recalls whereas 
those which were not nearly as close in meaning as the original text were considered as 
unsuccessful recalls. In this research, only the successful recalls were considered. The 
percentage of successful recalls was calculated bydividing the number of successful 
recall per pausal unit by 75 (total number of pausal units) and multiplying the result by 
100. For example, if a participant produced successful recall of 30 pausal units, the 
successful recall percentage would be: 30:75x100 = 40%.  
The analysis of the type of errors was based on whether there were differences between 
the idea units and the recall. The difference could be either related to individual words, 
phrases, a sentence or clause. The types of errors were further classified according to 
their location in the text where the differences occurred within each PU. To achieve this 
goal, linguistic categorization was applied to see which parts of speech were different 
between the pausal units in the students’ recall and in the original texts. The parts of 
speech include noun, adjective, verb, phrasal noun, noun phrase, clause, adverb of time, 
and modifier. 
The analysis of the sources of problems was made by first looking at the types of error 
in the students’ recall. Since a particular error might emerge as a result of relational 
meaning in the text, the researcher decided to use the syntactical unit as a point of 
departure for analysis. This entailed moving the analysis through the syntactical level 
down to the word level and vice versa to look for the widest range of possibilities for 
the emergence of errors in the students’ recall. The next stage was to examine these 
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possibilities, narrow them down and eliminate the least possible options based on the 
textual evidence. This procedure was expected to produce an analysis at the highest 
level of granulation, leaving only a refined and most plausible inference. 
It is also noteworthy that given the reciprocal relations between text comprehension, 
text structure and the relational meaning among different components in the text, an 
error might have been simultaneously caused by two or more factors. On the other hand, 
one factor may have also caused different types oferrors. 
However, since this analysis is qualitative in nature, and requires solely the researcher’s 
sound interpretation of the available evidence, the researcher acknowledges that the 
results of the analysis constitute one version of reality. Therefore, the claims made 
about the sources of errors in this analysis can only be understood as ‘valid’ to the 
extent of the information provided by the textual evidence and the relevant argument. 
The analysis of the reading process underlying the high and low recall of the 12 
participants in the case studies was done using a framework of cognitive constructive 
activity proposed by Chan, Burtis, Scardamalia and Bereiter (1992). This framework 
consisted of four levels of cognitive constructive activity as follows:1) 
Propositional/Fragmented Associations 2) Knowledge/details Retelling 3) Assimilation 
and 4) Problem Solving and Integration. For the purpose of this research, only two were 
adopted since they were considered as the most relevant to the data being analyzed. 
The first descriptor was Propositional/Fragmented Association. Under this descriptor, 
the researcher analyzed responses that depended on isolated words or fragmented 
phrases and did not show an understanding of the text at a propositional level. This 
includes overextended inferences, associations of irrelevant personal knowledge, 
comments and responses involving associative reactions to words or brief fragments 
that did not deal with what the text says about a particular vocabulary item. The second 
descriptor was Assimilation. This includes propositions that showed evidence of text- 
based representation of information such as paraphrasing and adding simple relevant 
elaborations which showed evidence of text comprehension. 
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Lastly, a thematic analysis was used to analyze the interview data from both the 12 case 
study participants and their reading teachers. First, the interviews were transcribed in 
detail and the transcripts then read repeatedly to familiarize the researcher with the 
material. Next, the researcher began identifying propositions, phrases and words related 
to the topics being investigated. They were then coded and subsequently grouped into 
categories of themes. The final phase entailed looking at the categories and themes 
across the interviews in order to discover common themes and to form a coordinated 
picture of the topics being investigated. In this respect, the analysis aimed to provide 
further information regarding the complexity underlying L2 reading.  
3.7 Statistical Data Analysis 
 
The present research study adopted mixed-methods in data analysis. Creswell and Plano 
Clark (2011) state that data analysis in mixed methods research consists of analyzing 
separately the quantitative data using quantitative methods and the qualitative data using 
qualitative methods. It also involves analyzing both sets of information using techniques 
that “mix” the quantitative and qualitative data and results in a mixed methods analysis. 
For the purpose of quantitative data analyses, several statistical analyses were used to 
ascertain the correlation among variables. The first one was correlational analysis using 
the Pearson Product Moment statistic which was chosen because it best suited the types 
of data in this research. The Pearson Product Moment was used to measure the 
relationship between two variables or more based on different data (ratio, interval, and 
ratio-interval). 
The second statistical analysis used in this research study was Multiple Regression 
Analysis. Multiple regression analysis was used to see whether or not there was an 
influence of the independent variables on the dependent variables. In this analysis all 
independent variables were included. Multiple regression analysis in the present study 
included analysis of variance (ANOVA), coefficient of determination (R-squared), and 
a T-test. An Anova test in multiple regression analysis was aimed at finding whether or 
not there is an association of all independent variables on the dependent variables. The 
influence can be seen from the level of significance. If the significance is <0.05, it 
means that there is an influence of the independent variables upon the dependent 
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variables. R squared was also used to gauge how much influence the independent 
variables had over the dependent variable. 
The last statistical analysis employed in this research was the T-test. T-test is a 
statistical analysis used to examine whether or not there is a correlation between each 
individual independent variable and the dependent variables. In this research study, the 
T-test was used to find detailed correlations between each independent variable and the 
number of recalled units by students. The correlation is significant when the level of 
correlation is <0.05. 
The following chapter discusses the findings to the research question no 1) “What types 
and sources of errors are exhibited by the Indonesian university EFL students in 
reading L2 texts?” The discussion also covers the statistical data analysis based on the 
data collected from the thirty students research participants initially recruited for this 
research. 
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CHAPTER IV 
FINDINGS  
TYPES AND SOURCES OF ERRORS IDENTIFIED 
THROUGH THE RECALL PROTOCOL 
 
4.1. Introduction 
 
This chapter presents findings to the research question no 1) “What types and sources of 
errors are exhibited by the Indonesian university EFL students in reading L2 texts?” As 
discussed in Chapter 3 Methodology, recalls fall into two categories. The first are those 
pausal units (PU) which have precisely the same meaning as the original texts. These 
are grouped as successful recalls with zero errors. The second type are those pausal 
units (PU) which are different at surface structure but still retain more or less the same 
semantic content of the original texts or maintain the meaning at the deep structure 
level. These units are grouped as successful recalls with errors and these are the units 
which lend themselves for close examination in which different wordings, phrases, and 
syntax within these pausal units were analyzed following the procedure of classification 
as discussed in Chapter 3 Methodology. These two types of idea units account for the 
total number of successful recalls of each pausal unit. As for pausal units which were 
not nearly as close in meaning as the original texts, they were classified as unsuccessful 
recalls and therefore were disregarded in this analysis. 
In this research, caution must be taken so as not to equate errors with any grammatically 
deficient structure. This is due to the fact that the recall procedure involves translation 
from students’ recall in Bahasa Indonesia to English by the researcher. The translation 
was done in accurate English whilst taking into account both the deep and surface 
structure of the text and the different ways ideas are expressed in both languages. Since 
the students wrote in Bahasa Indonesia what they understood or remembered about the 
text, their recall was by no means based on verbatim as they had to understand the 
meaning and translate it into Bahasa Indonesia. To illustrate the nature of recall in this 
research, consider the following excerpt from the student’s recall: 
Text: It was her founding of the Women’s Social and Political Union 
Recall: She founded the Women Social and Tandem Union  
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The recall contained a switching-type error in which the phrase ‘it was her founding’ 
was switched to ‘she founded’. Grammatically, the recall did not contain any mistake or 
inaccuracy as it was duly translated by the researcher. However, the switching appeared 
as an interlocutory effect of the reader’s cognitive processing of the text. It suggests 
there was a gap in the reader’s cognitive structure which shows how the text was 
encoded into Bahasa Indonesia and how the reader utilizes available strategies to deal 
with the difficulty in the process of comprehending the text. Although the error is not 
grammatical, it may inform us of the reader’s lack of grammatical knowledge, in 
particular the use of such an emphatic structure in English. Thus, error in this research 
may suggest different strategies used by the reader in the process of comprehending the 
text and in coping with the difficulties posed by the text. 
For the purposes of readability, this section attempts to present the analysis based on the 
types of errors across the recalls of the 30 students to give an overall picture of the types 
of errors, total number of errors per idea units (occurrence rate) and what areas of the 
text contained errors. Each type of error was discussed by providing evidence from each 
idea unit across the 30 samples of student recall. For information on the number of 
successful recalls and the types of errors found in each PU, readers are referred to 
Appendix 8. 
The analysis of the students’ recalls revealed different types of errors such as 
Replacement, Omission, Addition, Switching, and Mixing. They are presented in details 
as follows: 
4.2 Type ofErrors 
4.2.1. Replacement 
 
Errors of this type were identified when a certain word or group of words within a 
pausal unit were replaced by a different word or group of words while keeping the 
semantic content at the deeper level. The replacement occurs to different parts of 
speeches as described in the following section. 
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Replacement of a noun or noun phrase. 
Replacement of this type involves substitution of a noun or a noun phrase within a 
pausal unit (PU) with a different word. For example, PU14-15 respectively involved the 
replacement of the noun phrase ‘women suffrage’ with a single noun ‘emancipation’ as 
well as the noun phrase ‘suffrage movement’ with a single noun ‘organization’ and a 
noun phrase ‘women movement’. Replacement errors also occurred to a noun phrase 
consisting of an adjective modifier and a head noun. For example, PU6 ‘successful 
businessman’ was replaced by ‘successful worker’ where the noun head had been 
replaced with a different word. Similarly, PU26, the noun phrase ‘small group’ was 
replaced by a proper noun ‘Christable and Emmeline’ and noun phrase ‘the 
organization’. The same kind of replacement occurred to the PU43-50 where the noun 
phrases ‘militant campaigners’ and ‘liberal government’ were respectively replaced by 
‘the militant campaign movement (N6), ‘these militant campaigns’ (N7), ‘this 
movement’ (N30) and ‘the liberal party’ (N50). 
PU7 presented a slightly different example of replacement error where it involved the 
replacement of part of a clause ‘who was also a committed socialist’. Here the replaced 
phrase was ‘committed socialist’. PU18, ‘it was her founding’, also was different in that 
the noun phrase consists of a possessive ‘her’ and a verb-derived noun ‘founding’ which 
was completely altered to a full self-contained sentence ‘she established’. 
Table 4.1 Recall analysis: Replacement of a noun or noun phrase 
 
Unit no Pausal Units Recall Text 
6 A successful 
businessman 
… a successful worker (N10) 
7 who was also a 
committed socialist 
a socialist committee (N21), a socialist figure,(N28), a socialist care 
taker(N29) 
12 she is remembered they were remembered… (N30) 
14 in the fight for 
women suffrage 
in the fight of emancipation(N20), 
15 Although the suffrage 
movement 
Although the organization(N5), Although the woman movement (N28 
18 it was her founding … she established (N1), (N2), (N6) they established 28) , 
 public’s imagination the society at that time aware (N1), becoming the talk of the public (N3), the main 
topic which was so widely spoken (N9) public spirirt (N11), public attention (N15), 
wide attention (N23), the society aware (N28) 
26 the small group 
began .. 
...Christable and Emmeline began (N1), the organization began(N11) 
43 These militant 
campaigners 
The militant campaign movement (N6), these militant campaigns(N7), it was this 
movement (N8), this movement (N30) 
50 Will the liberal 
government 
will the liberal party (N1), 
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Replacement of proper noun 
 
Replacement of this type occurred when a proper noun was replaced by another proper 
noun or a different noun phrase referring to the same proper noun. A replacement by a 
proper noun can be found in pausal units nos.1-11 where the proper noun in the text was 
replaced by a different proper noun but referring to similar semantic content. In pausal 
units 5, 19 and 65, the proper nouns were replaced by a different noun or noun phrase 
other than proper nouns. For example, in the pausal unit 5, the proper noun ‘Robert 
Goulden’ was replaced by ‘socialist family’ (N1) and ‘to a father’ (N6). Similarly, the 
phrase ‘anorganization for women protection’ (N21) was used to replace the proper 
noun of the pausal unit no.19, ‘Women Social and Political Union’. 
 
Table 4.2 Recall Ananlysis: replacement of proper noun 
 
 
Unit no Pausal Units Recall Text 
1 Emmeline 
Punkhurst 
Emmelia Funkpurt (N29) 
5 to Robert Goulden ...to socialist family (N1), to a father, (N6), to Robert Gouldman (N16), 
11 Sylvia and ChrisTable Civilia and ChrisTable(N16), Sylvia and Cylen (N21), Crabel and Sylvia 
(N22), Sylvia and Elizabeth (N25), Sylvia and Issabel (N28), 
19 Women Social and 
Political union 
an organization for women protection(N21) 
32 Christable and 
Emmeline decided 
they decided (N1), 
40 The Motto of the 
WSPU was... 
The motto of the organization (N1), the motto of WPNA (N18) 
47 ChrisTable and 
another WSPU 
member 
ChrisTable and other members (N5), ChrisTable and her friends in the 
organization of WSPU (N6), the women group (N9), ChrisTable with some 
members of PWNA(N18), 
65 Emmeline offered Her mother offered (N1) 
 
Replacement of verbs 
 
Replacement of this type occurred when a verb in the original text was replaced by a 
single verb or a phrase containing replacing verbs. An example of one-for-one 
replacement can be found in the PU24, 26, 32, 48, 60, and 65 where the verb was 
replaced by a different verb having more or less the same semantic content. For 
example, the verbs ‘made’,‘began’,‘decided’,‘force’,‘disrupt’ and ‘charged’ were all 
replaced by different single verbs such as ‘produced’,‘held’,‘made’,‘thought’,‘came’, 
‘followed’, etc. A slightly different replacement occurred when the verb is part of a 
larger unit or cluster within a pausal unit. For example, in the case of the PU38 ‘to take 
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notice’, and PU52, ‘give votes’, and PU72 ‘brought a good deal of publicity’, students 
either replaced them with either a single verbsuch as ‘to meet’ (N20), ‘to listen’ (N5), 
‘made notes’ (N10), ‘considered’ (N52) and ‘support’ (N10) or a cluster of words 
containing a synonym as in ‘gave a good publicity’ (N1), ‘made the public aware’ 
(N15), and ‘brought a new perspective to the public’ (N 72). In PU30 and 36, the 
replacement simultaneously involves substitution ofthe verb and the change of the 
syntactical structure. Hence, it also resulted in a switching type error. For example, the 
replacement of the phrase ‘would not bring’ with the phrase ‘did not bring’ involved the 
change of mode from a hypothetical proposition to a statement. This also accounts for 
the replacement of PU36 ‘was needed’ with the phrase ‘to start’, ‘to do’, ‘used’, ‘had to 
use’ in which the replacement also brought a change in the syntactical structure from 
passive to active. 
 
Table 4.3 Recall Analysis: Replacement of verb 
 
 
Unit no Pausal Units Recall Text 
24 and made ‘vote for 
women’ 
... produced ‘vote for women’(N9), (N26) produced a motto ‘vote for women’ 
(N28) 
26 The small group 
began with peaceful 
protests 
the small group had been doing (N5), the community or small group held (N13), 
the small group held (N18) 
30 Would not bring did not bring (N6), (N9), (N10), (N18), (N21), (N22), would not make (N28) 
32 Christable and 
Emmeline decided 
ChrisTable and Emmeline made (N3), they thought (N6), ChrisTable and 
Emmeline tried (N7), ChrisTable and Emmeline preferred (N11), ChrisTable and 
Emmeline thought (N15) 
36 was needed to start (N1), to do (N2), (N8), (N21), (N30), used (N5), (N20), had to use (N6), to 
use (N9), (N11), (N29), 
37 to forcethe 
government 
So that the government, (N2), (N18) they wanted the government (N11), asked the 
government (N29) 
38 to take notice … To meet (N1) (N20), to listen (N5), made notes (N10), 
44 became known as 
‘suffragettes’ 
… were finally called ‘suffragettes’(N1), was more known as ‘suffragettes’ (N6), 
was called women suffragettes (P8), made them known as suffragettes (N15), 
48 disrupted a liberal 
party meeting … 
came to a Liberal Party...(N3),(N4), followed a Liberal Party… (N7), disrupted 
parliamentary meeting(N8), held a meeting(N16),(N18) (N21), (N22), stop the 
meeting of the party(N19), took the protest to the Liberal Party meeting(N20), 
52 give votes to women … considered the women voice (N2), will support them (N3) 
60 who charged them … who threatened (N7) 
65 Emmeline offered Emmeline chose (N2). Emmeline decided (N5), Emmeline preferred (N7), (N19) 
Emmeline agreed (N10) 
72 brought a good deal 
of publicity 
… gave good publicity (N1), made the public aware (N15), brought new 
perspective to the public (N22), 
 
Replacement of a clause or part of a clause 
 
Replacement of this type concerns a modifying clause or part of a clause which was 
replaced by a different clause or phrases within a pausal unit. For example, in PU7, the 
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clause ‘who was also a committed socialist’, was replaced by a clause ‘a socialist figure 
who was committed to women rights’. A clause was also replaced by either a 
differentclause or a full self-contained sentence as in the case of the PU22 ‘that really 
fired’ which was replaced by either the clauses ‘which made’ (N1), and ‘which gained’ 
(N23), or a self-sufficient sentence such as ‘the issue exploded’ (N3), ‘the movement 
became’ (N9), ‘the WSPU organization had seized’ (N15). Replacement of part of a 
modifying clause can beseen in PU29 where the unit ‘convinced that such methods’ was 
replaced by ‘convinced that her campaign’ (N7). In this case, the word ‘method’ was 
replaced by ‘campaign’. In the same pausal unit, the phrase ‘convinced that’ was 
replaced by ‘knowing that’ (N15), and ‘they were aware’ (N28). 
 
Table 4.4 Recall Analysis: Replacement of a clause or part of a clause 
 
Unit no PausalUnits Recall Text 
7 who was also a 
committed socialist 
.. a socialist figure who was committed to women rights (N28), 
22 That really fired… … which made (N1), the issue exploded (N3), the movement became 
(N9) the WSPU organization had seized(N15), which gained (N23), in 
making (N28) 
29 Convinced that such 
methods 
convinced that their campaigns (N7), knowing that the method (N15),they 
were aware that such methods (N28) 
 
Replacement of adjective 
 
Another type of replacement involves substitution of an adjective with another 
adjective. For example, in PU6 and 13, the adjectives ‘successful’ and ‘major’ were 
respectively replaced by other adjectives ‘great’ and ‘important’ (N6) which have 
slightly different meanings but can still be considered within the same breadth of 
semantic content. 
 
Similarly, the word ‘peaceful’ in PU27, and ‘militant’ in PU34, were respectively 
replaced by the words ‘silent’ (N15) and ‘harder’ (N34). There were two examples 
which involved the use of the present participle form serving as a modifier. The first one 
was the present participle ‘founding’ in ‘one of the founding figures’ (N24) which was 
used in the replacement of the adjective ‘major’ in PU13 ‘one of the major figures’. 
Whereas the second one was vice versa, the present participle ‘pioneering’ in PU70 was 
replaced by the adjective ‘brave’ in ‘her brave nation’(N18). 
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Table 4.5 Recall Analysis: Replacement of adjective 
 
Unit no Pausal Units Recall Text 
6 a successful businessman … a great businessman(N19) 
13 as one of the major figures ...as an important figure (N6), one of the founding 
figures(N24) 
16 had been active ...had existed(N19), (N28 
27 With peaceful protest With silent protest (N15) 
31 the desired result ...good result (N18) any result (N20), much impact (N28) 
33 that a more ....a rather (N2), a maximum (N21) 
34 militant ...harder (N2) 
70 her pioneering action Her brave action (N15), (N18) 
 
Replacement of adverb of time 
 
Replacement of this type involved a substitution of adverbial time with a different 
adverb of time. There were only three pausal units where such replacement was found 
in the students’ recall. The first one was in PU17 ‘for at least thirty years’ in which the 
phrase ‘for at least’was replaced by ‘for more than’(N5) and ‘for more or less 30 years’ 
(N29).The second one was the phrase ‘on October 13th’ in PU45, which was replaced 
by ‘in the midst of’ (N1). The last replacement of this type was found in PU46 where the 
word ’before’ was replaced by ‘after’. 
 
Table 4.6 Recall Analysis: Replacement of adverb of time 
 
UnitNo Pausal Units Recall Text 
17 for at least thirty years ... for more than thirty years(N5), for more or less 30years(N29) 
45 On October 13th 1905 In the midst of October 1905 (N1) 
46 the day before a GeneralElection The day after the election (N27) 
 
4.2.2. Omission Error 
 
The omission type of error occurred when the student failed to recall a certain 
component in the text. The student dropped a component within a pausal unit but 
without changing the meaning at a deeper level. The omitted component included a 
range of different parts of speech such as a clause, a noun phrase, a proper name, a 
modifier, an adjective or a verb. Analysis of each type of omission is presented in the 
following section. 
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Omission of Proper Nouns 
 
In this type of omission, the proper noun was either completely or partially omitted 
within a pausal unit. For example, the PU1 ‘Emmeline Pankhurst’ was partially recalled 
by the student as ‘Emmeline’ (N2, N3, N14, N17), dropping the second part of the 
proper name. This was similar to the omission of the word ‘suffrage’ in PU15 for which 
the student’s recall was ‘although the movement’ (N9, N19). Another example can be 
seen in PU19 ‘of the Women’s Social and Political Union’ where one or two words 
were omitted from the pausal unit as well as in the PU40 ‘the motto of the WSPU’ 
where the proper name ‘WSPU’ was completely omitted. A whole omission of the 
proper name also occurred to the PU47 ‘Christable and another WSPU member’ and 
the PU50 ‘will the liberal government’ in which the words ‘WSPU’ and ‘Liberal’ were 
respectively dropped. 
 
Table 4.7 Recall Analysis: Omission of Proper Nouns 
 
Unit No Pausal Units Recall Text 
1 Emmeline Pankhurst Emmeline(N1), (N2),(N13),(N14), (N17) 
5 ..to Robert Goulden ..to Robert (N24) 
15 Although the suffrage 
movement 
Although the movement (N9), although this movement (N19), 
19 of the Women ‘s Social 
and Political Union 
the Union (1), (P14), Women Social Union (N2) Women Social 
Union (N10), 
40 the motto of the WSPU 
was 
...Their motto was (N3), with the motto (N5), the motto (N19), 
44 became known as 
suffragettes 
… became known as (N2) 
47 ChrisTable and another 
WSPU member 
Christable and other member (N5), Christable (N12), (N16), 
49 in Manchester by asking … and asked (N1), they asked (N2), …and asked a question (N7), 
they asked (N8), with a question (N18), she put forward a question 
(N19) 
50 will the Liberal 
Government 
...will the government (N2) (N4), (N12), 
 
Omission of parts of a clause or phrase 
 
This type of omission occurred when one or two words within a PU were omitted or the 
student failed to recall the whole clause or phrase. As can be seen from PU7, the clause 
‘who was also a committed socialist’, was partially recalled, resulting in an incomplete 
clause such as ‘a socialist’ (N21), ‘also a committed socialist’ (N15), ‘committed 
socialist’ (N27), and ‘a socialist caretaker’ (N29). In PU29 ‘convinced that the 
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method’, the phrase ‘convinced that’ was omitted from the PU, resulting in incomplete 
recalls such as ‘such method’ (N3), ‘the action used as their method’ (N10), and ‘the 
method they used’ (N29, N30) whereas in the PU33 and 56, one or two words were 
omitted from the clause or phrase. For example, the phrase ‘that a more’ (P 33) became 
‘a’, ‘a more’ and ‘that a’. In the PU56, the word ‘then’ was missing from the PU. 
 
Table 4.8 Recall Analysis: Omission of parts of a clause or phrase 
 
Unit no Pausal units Recall Text 
7 who was also a 
committed socialist 
a socialist (N12), also a committed socialist (N15), committed socialist 
(N27), a socialist caretaker (N29) 
29 Convinced that their 
method 
Such method (N3), The action used as their method (N9), the method they 
used (N10), the method (N29,N30) 
33 That a more a (N1,N7, N11,N14,N20,N27,N30), a more (N5,N8,N9,N15,N29), 
that a (N22) 
56 Who were then ..who were (N30) 
 
Omission of an adjective 
 
This type of omission occurred when an adjective or a modifier was omitted from the 
PU. The adjective is part of a noun phrase and therefore the omission only left the noun 
head. As Table 4.9 shows, all of the adjectives were omitted from the noun phrases, 
leaving only the noun heads. For example, in the PU7 and 9, the adjectives ‘committed’ 
and ‘ardent’ were missing from the PU, leaving only the noun head ‘socialist’ (N12, 
N18) and ‘feminist’ (N10). The same is true for the PUs 16, 27 and 43 where the 
adjectives were dropped, leaving only the noun heads such as ‘figure’ (N20), ‘protests’ 
(N14, N29), and the campaigners (N1). PU16 shows a different case in which the 
adjective was part of a predicate modifying a sentence subject. The omission of such 
adjectives resulted in the incomplete sentence ‘had been’ (N21). 
 
Table 4.9 Recall Analysis: Omission of an adjective 
 
Unit No Pausal Units Recall Text 
6 a successful businessman ... a businessman)(N7) 
7 committed socialist ... a socialist (N12,N18), a socialist committee(N21), a socialist 
caretaker (N29) 
9 an ardent feminist … a feminist (N10), 
13 as one of the major figures a figure (N20) 
16 had been active …had been (N21) 
27 With peaceful protests …protest(N14,N29) 
43 These militant 
campaigners 
The campaigners (N1), these campaigners (N13), 
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Omission of a component of a phrase 
Omission of this type involves an omission of a component of a phrase within a PU. 
This component has its own semantic content but its omission does not significantly 
alter the general semantic content at a deeper level. For example, in the phrase ‘together 
with her daughter’ (P10), the word ‘together’ was omitted or dropped. This omission  
does not necessarily alter the general meaning of the phrase. Likewise, in PU13 ’as one 
of the major figures’, the student failed to recall the phrase as a whole, resulting in the 
omission of ‘one of’ as reflected in the recalls ‘as an important figure’ (N6), ‘as a major 
figure’ (N9, N10,) ‘as a figure’ (N20), and ‘as a major figure’ (N20). In PUs 14 and 17, 
the omission involves the phrase ‘in the fight for/in the fight’ and the phrase ‘at least’. 
The PU46 provides another example of omission in which the word ‘the day’ and 
‘general’ was omitted from the phrase ‘the day before a general election’. In both cases, 
there was no substantial change of meaning between the text and the recall. PUs 57 and 
74 share the same feature in that in both cases the omission occurred to a verbal phrase. 
The omitted components ‘summarily’ and ‘more’ were part of a verbal phrase 
‘summarily ejected’ (P. 17) and ‘encouraging more women’ (P.74) 
Table 4.10 Recall Analysis: Omission of a component of a phrase 
 
Unit No Pausal Units Recall Text 
10 
Together with her 
daughters 
 
Her daughters (N16), (N25) 
13 
as one of the major figures as an important figure (N6), as a major figure (N9, N10), a figure (N20) as a 
major figure (N20) 
14 
in the fight for women 
suffrage 
fight for women suffrage (N2), the woman suffrage(N14), for women 
suffrage (N24) to fight for women (29) 
 
Omission of a verb 
 
An omission of this type occurred when the student failed to recall a verb or predicate. 
For example, in PU49 ‘in Manchester by asking’, the student failed to recall the verb 
‘asking’, resulting in the incomplete recall ‘in Manchester’ (N6). In PU69, the verb 
‘refused’ as the main verb of the sentence was omitted from the PU ‘Christable refused, 
preferring…’ as can be seen in the recalls ‘Christable chose’ (N1, N2, N5) and 
‘Christable preferred’ (N19). 
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Table 4.11 Recall Analysis: Omission of a verb or a predicate 
 
Unit No Pausal Units Recall Text 
24 andmade ‘vote for women ‘ …’vote for women’ (N7) 
49 in Manchester by asking … in Manchester (N6) 
69 Christable refused, preferring… …Christable chose… (N1N2N5), 
Christable preferred(N19) 
 
Omission of a noun or a component of a noun phrase 
 
A noun phrase consists of two or more words/components. In PU48 ‘disrupted a liberal 
party meeting’, the noun phrase consists of three words, namely ‘liberal’, ‘party’, and 
‘meeting’. The omission occurred to one of these components. For example, the word 
‘meeting’ was omitted in both recalls ‘liberal party’ (N8) and ‘the liberal’ (N 23) 
whereas the word ‘liberal’ was omitted in the recall ‘a party meeting’.(N19) 
 
Table 4.12 Recall Analysis: Omission of a noun or a component of a 
noun phrase 
 
Unit No Pausal Units Recall Text 
 
48 
disrupted a liberal party 
meeting 
.. a liberal party (N8), a party meeting (N19), the liberal (N23), to the 
meeting (N24) 
66 to pay the fine … to pay (N7) 
75 to join the rank … to support and join (N28) 
 
 
4.2.3 Addition Type Error 
 
An addition type error emerged when an extra word was added to a PU. The addition 
took different forms but it generally had little impact on the meaning of the PU as a 
whole whereas a word can be added to different parts of speech such as noun, noun 
phrase, a clause and a sentence. The following section presents an analysis of each type 
of addition error. 
 
Addition to noun or noun phrase 
 
This type of addition occurred when a word or a phrase was added to a noun or noun 
phrase. For example, in PU6, a word or phrase was added to the noun phrase ‘a 
successful businessman’. The addition was in different forms such as a modifier ‘very’ 
(N6), ‘man’ (N14), and a phrase ‘he was’ (N 20, N27). In PU10, the addition included 
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the word ‘two’ (N17, N29) and ‘both of her two’ (N30) whereas in PU13, the word 
‘pioneer’ (N20) was added to the phrase ‘major figure’. An addition of the word 
‘organization’ occurred toPU19 ‘of the Women’s Social and Political Union’ such as 
‘an organization called Women‘s Social…’(N2, N20, N28) and ‘the WSPU 
organization’ (N15). 
 
Table 4.13 Recall Analysis: Addition to noun or noun phrase 
 
Unit no Pausal Units Recall Text 
6 a successful 
businessman 
a very successful businessman (N6), … a successful man and 
businessman (N14), he was a very successful businessman (N21), 
he was a successful businessman (N20), he was a businessman 
(N27), 
10 together with her 
daughters 
… together with her two daughters(N17), (N26), with her two 
daughters (N29), together with both of her two daughters (N30 
13 as one of the major 
figures 
… as a major figure (pioneer) (N20) 
14 in the fight for 
women’s suffrage 
… in women Suffrage movement (N5) who pioneered the fight for 
..(N8), 
19 of the Women’s 
Social and Political 
Union… 
and organization called ..(N2), the WSPU organization (N15), an 
organization Women Socialist and Political Union (N20), an 
organization for women called The Women’s Social and Political 
Union (N28) 
26 the small group 
began 
the community or small groups held ...(N13), The founding of these 
small groups began (N14), the small group was established to hold 
(N26), 
40 The motto of the 
WSPU 
… the motto that was delivered by them (N19) 
46 the day before a 
General Election 
… before a general election was held (N2), (N18), before a General 
Election was held (N28), 
47 ChrisTable and 
another WSPU 
member 
… the daughter of Emmeline, ChrisTable and another … (N1), 
ChrisTable and her friends in the organization of WSPU (N6), 
49 in Manchester by 
asking 
...held in Manchester (N9), 
55 by the women … the women who were members of WSPU (N26) 
58 from the meeting … from the meeting room (N19) 
72 brought a good deal 
of publicity 
… gave good publicity and propagation(N1), 
59 by the police … by the police women (30) 
 
Addition to a verb or verb phrase 
 
An addition of this type occurred when a word or a cluster of words were added to a 
verb within a PU. This addition could take different forms such as an adverb, a noun 
phrase, a relative pronoun, and also a verb. For example, in PU12, an adverb ‘always’ 
was added to the PU10. The same occurred for PU52 ‘gives votes to women’ in which 
the word ‘back’ (N8) was added to the verb ‘give’ in the PU. An addition in the form of 
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a noun or noun phrase can also be seen in the case of PU26 in which the phrase ‘their 
days’ (N7), ‘their action’ (N9), and ‘their movement’ (N11) was added to the verb 
‘began’. PU36 showed a slightly different case in which the addition of the relative 
pronoun ‘which’ to the main passive voice ‘was needed’ changed the whole main idea 
into a subordinate idea ‘which was needed’ (N8, N20). Both PUs 48 and 75 are similar 
in that the verbs ‘came’ (N28) and ‘support’ (N28) were respectively added to the verbs 
‘disrupted’ and ‘join’. 
Table 4.14 Recall Analysis: Addition to a verb or verb phrase 
 
Unit no Pausal Units Recall Text 
12 she is remembered she is always remembered (N10) 
26 
 
the small group began 
the small group began their days (N7), the small group began their action 
(N9), the organization began their movement (N11), 
36 was needed …which was needed (N8), (N20), 
48 
disrupted a Liberal Party 
meeting 
 
… came and disrupted the Liberal Party Meeting (N28) 
49 
 
in Manchester by asking 
...in Manchester they entered by asking (N15), in Manchester. The issue 
that they brought up was (N22), in Manchester then they asked (N28), 
52 gives votes to women .. gives votes back to women? (N8), 
75 to join the rank to support and join the rank (N28) 
 
Addition to a sentence or clause 
 
Sometimes an addition of different forms referred to the whole unit rather than its 
component. It may refer to a complete sentence or a clause as a PU. For example, 
different words such as ‘finally’ (N2), ‘so’ (N10, N28) and ‘eventually’ (N11) had been 
added to the whole idea of PU32. Such addition referred to the whole sentence 
‘Christable and Emmeline decided’. This is similar to pausal unit 53 ‘the question was 
not answered’ in which words such as ‘but’ (N2, N4, N6, N26, N30) and ‘however’ 
(N7, N18, N29), had been added to the whole sentence. Another example can be found 
in PUs 65 and 74 in which the word ‘so’ (N16) and ‘eventually’ (N28) were 
respectively added to the PU ‘Emmeline offered’ and ‘encouraging more women’. 
 
Table 4.15 Recall Analysis: Addition to a sentence or clause 
 
Unit No Pausal Units Recall Text 
32 Christable and Emmeline 
decided 
..finally Christable and Emmeline decided(N2), so Emmeline and 
Christable deicded (N10), (N28), eventually Christable and Emmeline 
preferred (P11) 
53 the question was not 
answered 
But they did not get the answer (N2), but the question was not answered 
(N4),(N6), (N26), (N30), however, the question was not answered. ,(N7), 
(N18), (N29), a question which was never answered (N25), ask a question 
to the government (N26) 
65 Emmeline offered So Emmeline offered (N16), 
74 encouraging more women … eventually encouraging more women (N28) 
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4.2.4 Switching Error 
 
As discussed in the methodology chapter, the identification of this type of error was 
based on whether there was a switch of structure at syntactical, clausal or phrasal levels. 
The following section presents different kinds of switching discovered in the recalls. 
 
Switching from preposition to possessive form or noun phrase. 
 
This kind of switching occurred when a prepositional phrase was switched to a noun 
phrase containing a possessive form. For example, the syntactical structure ‘was born to 
Robert Goulden’ of PUs 4 and 5 involved a combination of phrasal verb ‘born to’. In 
the student recall, this structure was switched to a noun phrase with possessive ‘his/her’ 
as in the case of the recall ‘his father was’ (N2, N8, N30) or ‘with her father’ (N29). In 
PU27, the phrase ‘with peaceful protest’ was switched to ‘peaceful protest with…’ (N1) 
in which the preposition changed its location and thus function. 
 
Table 4.16 Recall Analysis: Switching from preposition to possessive form or 
nounphrase. 
Unit no Pausal Units Recall Text 
4, 5 was born to Robert 
Goulden 
...his father was (N2), her father was (N8), (N22), with her father 
(N29), her father was (N30) 
27 with peaceful protests … their protests with peaceful action (N1), 
 
Switching from a phrase/clause to a full sentence. 
 
This was the most common type of switching errors discovered in the student recalls. 
The student changed a phrase or clause or part of a phrase or a clause into a main verb 
or a full sentence. For example, in PU18, the phrase ‘her founding’ was switched to a 
full sentence such as ‘she established’ (N1, N2), ‘was founded’ (N19), ‘they founded’ 
(N26), ‘Emmeline founded’ (N27), and ‘they established’ (N28). Similarly, in PU22, the 
clause ‘that really fired’ was switched to a full sentence ‘the movement encouraged’ 
(N11). PUs 62 and 68 showed a similar pattern of switching in which the sub-clauses 
were in the form of present participle verb+in ‘ordering them’ and ‘preferring to go to 
prison’. In both cases, the student switched the sub-clause to a full sentence as reflected 
in the recalls ‘were asked’ (N1), ‘they ordered them’ (N15) and ‘and asked’ (N1), ‘they 
100 
 
 
asked’ (N2), ‘she asked’ (N4) and ‘they asked’ (N9, N28, N29, N30). The last example 
can be seen from PU10 ‘together with her daughters’ in which the phrase ‘together 
with’ was switched to a full verb, ‘she had two daughters’ (N 27). 
 
Table 4.17 Recall Analysis: Switching from a phrase/clause to a full sentence 
 
Unit no Pausal Units Recall Text 
 
10 
together with 
her daughters 
she had two daughters (N27 
 
18 
it was her 
founding 
… she established (N1), (N2), was founded(N19), she founded (N21), they 
founded (N26), E mmeline founded (N27), they established (N28), 
 
22 
that really 
fired 
 
… the movement encouraged (N11) 
62 ordering them … were asked (N1), they ordered them (N15), 
68 preferring to 
go to prison 
Christable chose to go to prison (N1), (N2), (N3), although she had to go to 
prison ( 
49 in Manchester 
by asking 
N18), and asked (N1), they asked (N2), in Manchester. She asked (N4), and 
asked a question(N7), they asked (N8), they asked a question (N9), in 
Manchester to discuss(N16), she put forward a question (19) in Manchester the 
issue that they brought up (N22), in Manchester then they asked (N28), in 
Manchester they asked with (N29), they asked a question (N30). 
 
From passive to active 
 
Switching of this type involved a change in the syntactic structure from passive to 
active. For an example, in PU36, the phrase ‘was needed’ was switched to an active 
structure while this change also entailed the change in the choice of verb to ‘to start’ 
(N1), ‘to do’ (N2), ‘had to use’ (N6), ‘to use’ (N9, N11, N29), ‘had to do’ (N15). 
 
Table 4.18 Recall Analysis: From passive to active 
 
 
Unit no Pausal Units Recall Text 
36 was needed to start (N1), to do (N2), (N8),(N21),(N30), used (N5), (N21), had to use 
(N6), to use (N9), (N11), (N29), had to do (N15) 
54 so it was 
repeated 
… so they repeated the question (N1), repeated the question (N3) (N8), (N26) 
(N30), and asked again (N14), 
 
Other kinds of switching included switching from a phrase to noun and from an 
adjective to an adverb. The first type of switching can be seen in PU10 in which the 
noun phrase ‘in the fight of’ was replaced by a noun ‘a fighter’ (N1). The second 
switching type occurred to PU27 ‘with peaceful protests’ which was recalled as ‘protest 
peacefully’ (N2, N3). Here there was a switch from ‘peaceful’ to ‘peacefully’ 
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4.2.5 Mixing Error 
 
Mixing error occurred when there was a mix-up of components from two different PUs 
or sentences. Not many instances of mixing were discovered in the student recalls. 
Table 4.19 shows the occurrences of mixing errors in all of the student recalls. In the 
first instance, the mixing error involved two PUs which were quite far apart in the text. 
They were PUs 1 and 6. Here the phrase ‘a successful businessman’ was mixed up with 
‘Emmeline Pankhurst was born’, resulting in the phrases such as ‘Emmeline was a 
successful business woman’ (N3, N28). Similarly, the relative pronoun ‘who’ was 
mixed up and used to explain ‘Robert Goulden’, instead of ‘businessman’ resulting in 
‘who was a businessman’ (N7), ‘who was a rich and successful businessman’ (N12), 
‘who was a successful businessman’ (N15, N17, N26). PU7 presents an example in 
which the relative pronoun ‘who’ was attached to the subject ‘a socialist’ instead of ‘a 
businessman’, thus mixing a component from two different PUs. The same mixing 
occurred to PU10, where ‘Sylvia’ was mixed up with the previous PU ‘together with’. 
 
Table 4.19 Recall Analysis: Mixing Error 
 
UnitNo Pausal Units Recall Text 
1, 6 Emmelline Pankhurst was born 
in Manchester ... a successful 
businessman who was also a 
committed socialist 
Emmeline was a successful business woman (N3), (N28). 
Robert Goulden who was a businessman (N7), who was a 
rich and successful businessman (N12), who was a 
successful businessman (N15), (N17). (N26), she was a 
great businesswoman (N19) 
7 who was also a committed 
socialist 
… a socialist figure who was committed to women 
rights(N28) 
10, 11 together with her daughters, 
Sylvia and Christable… 
...together with Silvy Crane… (N23) 
32 Christable and Emmeline 
decided 
Christable and Emmeline were convinced (N18), 
 
4.3. Sources of Errors 
 
This section aims to explore a range of possibilities for the emergence of different error 
types previously discussed. Since a particular error might emerge as a result of 
relational meaning in the text, the researcher decided to use the syntactical unit as a 
point of departure for analysis. This entailed moving the analysis through the syntactical 
level down to the word level and vice versa to look for the widest range of possibilities 
for the emergence of errors in the students’ recall. In some cases, however, for the sake 
of practicality, the table for the analysis of sources of errors shows only one or two Pus 
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when they in their own right have provided sufficient information on a particular source 
of errors and its relevant type of error. 
The next stage was to examine these possibilities, narrow them down and eliminate the 
least possible options based on the textual evidence. This procedure was expected to 
produce an analysis at the highest level of granulation, leaving only a refined and most 
plausible inference. However, the researcher also wishes to acknowledgethat identifying 
the sources of errors based on student recall involves a qualitative interpretative analysis 
which is as much elusive and abstract as attempting to reconstruct the readers’ 
mental/cognitive processing which caused certain errors to emerge. Therefore, the 
claims made about the sources of errors in this analysis can only be understood as 
‘valid’ to the extent of the information provided by the textual evidence and the relevant 
argument. 
It is also noteworthy that given the reciprocal relations between text comprehension, 
text structure and the relational meaning among different components in the text, an 
error might have been simultaneously caused by two or more factors. On the other hand, 
one factor may have caused different types of errors. For example, a replacement error 
might have been simultaneously caused by vocabulary difficulty, syntactical difficulty 
and lack of knowledge of rhetorical structure whereas vocabulary difficulty may have 
caused different types of errors such as omission and replacement. Details on sources of 
error and corresponding types of error can be seen in appendix 9. For convenience, this 
section presents a summary of each source of error based on the analysis of textual 
evidence found across the 30 student recalls. 
4.3.1 Syntactical Difficulty 
 
Syntactical difficulty may stem from different factors such as the readers’ lack of 
understanding of syntactical structure at both a phrasal or sentential level as well as 
sentence length which makes understanding more difficult and blurred. Such difficulty 
may result in comprehension gaps which in turn could lead to the emergence of errors. 
Syntactical difficulty may account for different error types such as omission, addition, 
replacement and switching. As Table 4.20 shows, for example, the syntactical structure 
involving a phrasal verb ‘born...to’ in the PUs 1-5 ‘Emmeline Pankhurst was born in 
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Manchester in 1858 to Robert Goulden’ seemed to cause considerable difficulty to the 
readers. The difficulty might also have stemmed from the fact that the sentence was 
quite long. As a result, there emerged a switching error in which the reader switched 
such structure to a possessive as reflected in ‘his father was’ (N2), ‘her father was’ 
(N22), ‘with her father’ (N29), ‘her father was’ (N30). In PUs 5-7, the reader might 
have been distracted by the long stretches of words involving a subject ‘Robert 
Goulden’ and a ‘Robert Goulden who was a businessman’ (N1). The same distraction 
might have caused an addition-type error as foundin ‘to Robert Goulden. He was a 
successful businessman’ and an omission-type error as in ‘a businessman…committed 
socialist’ (N27), and ‘a successful business woman and a socialist figure’ (N28). In PUs 
12-14, the syntactical structure of the passive voice was troublesome for most 
Indonesian learners. Due to this difficulty, the reader changed the passive to an active 
structure, resulting in the emergence of switching-type errors as in ‘Civilia and 
Christable always remembered’ (N16), and ‘Sylvia and Christable remembered’ (N23). 
The same problems were inherent  in PU53 ‘the question was not answered’ and PUs 
54-57 ‘so it was repeated by the women who were then summarily ejected’, both of 
which might have triggered the emergence of switching type errors as in ‘they did not 
get the answer to the question’ (N2, N13) and ‘So they repeated the question (N1), ‘so 
the women repeated the question’ (N8) and ‘members of WSPU repeated the question’ 
(N25). PUs 13-14 ‘one of the major figures’ and ‘in the fight for’ might pose difficulty 
to the reader as it requires a strong knowledge of noun phrases and prepositional 
phrases. As a result, the readers produced such recalls as ‘suffrage movement’ (N5), ‘as 
an important figure in women movement’ (N6), and ‘they fought for women suffrage’ 
(N22), in which there was a case of omission-type error and switching type error. This 
was similar to PUs 40-42 ‘the motto of the WSPU was deeds not words’ which was 
recalled as ‘their motto was’ (N3) or ‘had a motto’ (N9, N13). 
PUs18-20 posed a far more complicated structure to the reader. The emphatic structure 
‘it was her founding’ requires a restructuring of the cognitive processing which was 
used to the more familiar pattern ‘subject–verb–object’. As a result, the reader changed 
the syntactical structure to the more usual one, ‘she established’ (N1, N2, N6, N28), 
‘She founded’ (N14, N21, N25, N27), resulting in the emergence of errors such as 
switching and replacement. In terms of complexity, this was similar to PUs 32-36, in 
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which the difficulty may stem from both the syntactical structure involving a clause and 
the passive voice ‘Christable and Emmeline decided that a more militant approach was 
needed’ as well as the length of the sentence. This difficulty might have accounted for 
the emergence of switching type errors and replacement type errors. 
PUs 48-49 was syntactically difficult because it consisted of a clause starting with a 
preposition ‘by’ followed by ‘verb-ing’, which explained the main idea expressed in the 
verb ‘disrupted’. The reader attempted to recall by using a simpler way of expressing 
the same idea. For example, in the student recall ‘liberal party meeting and asked’ (N1), 
‘Liberal party meeting they asked’ (N2), ‘in Manchester they asked a question’ (N9, 
N11,N28, N29), and ‘she put forward a question’ (N19), we can see that the student 
showed a tendency to break the sentence into two to make it more manageable in terms 
of the general idea of the whole stretch of words. The difficulty might stem from both 
the length of the sentence and the clause starting with ‘by’. As seen from the recalls, 
this difficulty might have resulted in the emergence of different error types such as 
switching, addition, replacement and omission. Syntactical difficulty might have 
underpinned the emergence of errors in recalling the PUs 60-63 and 65-69. Both groups 
have a similar syntactical structure consisting of an attached modifier which was used to 
give additional information to the idea of the previous sentence. In both cases, students 
responded with different strategies. In the first instance, the student changed to a full 
sentence whilst either changing or keeping the sentence structure as reflected in ‘were 
asked to pay the fines or face imprisonment’ (N1) and ‘they ordered them to pay the 
fines’ (N15). In the second instance, the attached modifier ‘preferring to go to prison’ 
seemed to have distracted the student from recognizing the main idea expressed in the 
main verb ’refused’. The reader recalled the modifying clause but dropped the main 
verb ’refused’, thus causing the emergence of omission type error. This can be seen in 
the recalls ‘Christable chose to go to prison’ (N1, N2, N5, N13), and ‘But Emmeline 
preferred to face imprisonment’ (N12). Notice also that syntactical difficulty might 
have led to the emergence of switching and addition type errors as in ‘but Christable 
refused although she had to go to prison’ (N18). Here the reader switched the 
syntactical structure to ‘she had to’ and at the same time adding a component 
‘although’. It was likely that these errors emerged due to both the length and complexity 
of the sentence. 
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Table 4.20 Recall Analysis: Syntactical Difficulty 
 
 
Unit No Text Recall Text 
1-5 Emmeline Pankhurst was born 
in Manchester in 1858 to 
Robert Goulden, 
His father was (N2), Her father was(N8), her father was 
(N22), with her father (N29), her father was (N30) 
5-7 Robert Goulden, a successful 
businessman who was also a 
committed socialist 
Robert Goulden who was a businessman (N1), to Robert 
Goulden. He was a successful businessman (N20), a 
businessman ... committed socialist (N27), a successful 
business woman and a socialist figure… (N28), her father 
wa a successful businessman who also (N29) 
12-14 she is remembered as one of 
the major figures in the fight 
for women suffrage 
...Christable always remembered (N16), …Christable 
remembered (N23), Suffrage movement (N5), …in women 
movement (N6),who pioneeredthe fight for the… (N8), 
fought for women suffrage (N22), fought for women 
suffering (N17,N25),the founding figures for women 
suffrage (N24) 
18-20 it was her founding of Women 
Social and Political Union 
she established (N,N2,N6,N28), She founded (N14,N21, 
N25,N27), it was in1903.....the WSPU organization (N15), 
was founded(N19), 
24-25 …and made ‘vote for women’ 
the subject of the day 
that it produced an expression ‘vote for women’(N9) 
26-27 The small group began with 
peaceful protest. 
At the beginning this organization held protest 
peacefully (N2), With small group they held 
peaceful protest(N17), 
28-31 However, convinced that such 
methods would not bring the 
desired result 
However, such method would not bring (N3), the results they 
received from using this method (N5) the small groupsdid not 
bringthe desired result. (N6) their method did not bring (N9, 
N10, N18, N21, N22,N30), 
32-36 ChrisTable and Emmeline 
decided that a more militant 
approach was needed .... 
They decided to start /to do (N1, N2, N8, N21), Christable 
and Emmeline used (N5) had to use (N6), …Cristable tried 
(N7), …Emmeline decided to use. (N9), …preferred to 
use…(N11), Chris then made…(N14), Emmeline thought they 
had to do...(N15), Emmeline used a (N27), they chose to use 
(N29), 
40-42 The motto of the WSPU was 
‘deeds not words’. 
Their motto was (N3) with the motto (N5), took the motto 
(N8), their women social organization had a motto (N9,N13, 
N21,N23, N27). 
48-49 disrupted a liberal party 
meeting in Manchester by 
asking 
liberal party meeting and asked… (N1, N7) Liberal party 
meeting They asked ‘(N2), in Manches.ter which asked 
(N3), in Manchester. She asked … (N4,N6),in Manchester 
and they asked a question (N9,N11, N28, N29, N30), in 
Manchester because their question…(N13), Manchester to 
ask (N16),meeting party with a question(N18), She put 
forward a question (N19),The issue that they brought up 
(N22), and there was a question (N24), in Manchester 
(N25), asked a question (N25), in Manchester with a 
theme(N27), 
53 the question was not answered but they did not get the answer to the question (N2, N13) but 
there was no question and asked again(N14) 
54-57 so it was repeated by the 
women who were then 
summarily ejected... 
So, they repeated the question(N1) so the women repeated 
the question(N8) members of WSPU repeated the 
question(N25), 
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60-63 who charged them with 
obstruction, ordering them to 
pay a fine 
were asked to pay a fine or face imprisonment(N1), they 
ordered them to pay a fine (N15) 
65-69 Emmeline offered to pay the 
fines but Christable refused, 
prefering to go to prison for 
the cause 
Christable chose to go to prison (N1, N2, N5, N13), But 
Emmeline prefered to...(N12), Isabel did not agree… (N16), 
but Cristable refused although she had to go to prison (N18), 
but Christable preferred to go (N23,N28) but Emmeline 
refused (N25), 
 
 
4.3.2 Vocabulary 
 
Unfamiliarity with the meaning of the words in the text might have accounted for the 
emergence of different types of errors in the student recall. In most cases, the unknown 
words were either dropped or replaced with a different word of similar meaning. Table 
4.21 shows different types of errors across the 30 student recalls, perhaps triggered by 
the reader’s lack of familiarity with the words. For example, in PUs 7 and 9, the 
reader’s unfamiliarity with the words ‘committed’ and ‘ardent’ might have resulted in 
the omission type errors in the student recall as found in ‘a socialist’ (N1, N8, N18) and 
‘a feminist’ (N8, N10, N29). The same difficulty perhaps also resulted in the emergence 
of the replacement type errors as in the recall ‘a socialist figure’ (N28), ‘a socialist 
caretaker’ (N29), and ‘a women activist’ (N15). Unfamiliar vocabulary might also have 
been the source of omission type errors found in the PUs28-29, 57, and 70. In all these 
units, the unknown words were dropped. These were ‘convinced’, ‘summarily’ and 
‘pioneering’. In PUs 28-29, the word ‘convinced’ was missing from the recall as in 
‘such method’ (N3, N10), ‘using this method’ (N5), ‘however…it’ (N22) and ‘however 
the method’ (N29). Similarly, the words ‘summarily’ and ‘pioneering’ were respectively 
omitted in the recall ‘were ejected from’ (N1, N15, N19, N25), and ‘were ejected’ (N6, 
N7, N9, N13, N24, N26, N28). Another attempt to deal with unknown vocabulary was 
reflected in the emergence of replacement errors. In this type of error, the reader tried to 
change or paraphrase the unfamiliar word while the meaning was kept more or less the 
same. For example, Pus 13 and 28-29, the words ‘major’ and ‘convinced’ were 
respectively replaced by ‘important’ (N6), ‘pioneered’ (N8), ‘founding’ (N24) and 
‘thought’ (N11), ‘knowing’ (N15), and ‘aware’ (N28). The word ‘desired’ in PU31, ‘the 
desired result’, might have been unfamiliar to the reader, particularly when used in a 
past participle form and placed as a modifier. As a result, the reader recalled it as ‘good 
result’ (N8), ‘any result’ (N 20), and ‘significant result’ (N20), as well as the word 
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‘militant’ in PUs 33-35, which was replacedby different words as in ‘a rather harder 
approach’ (N2), and ‘a maximum approach’ (N21) and the word ‘pioneering’ in the 
pausal unit 70, which was replaced by ‘brave’ in ‘her brave action’ (N15, N18). In 
‘more militants’ (N22) however, the reader misunderstood the word as referring to the 
people and completely changed it to a noun.  
The word ‘disrupted’ in PU48 ‘disrupted a liberal party meeting’ presented the most 
cases of replacement and this might suggest that although this word might have been 
unfamiliar to the reader, its surrounding context was familiar and clear enough to help 
the reader guess the meaning. As shown from Table 4.21, the students’ recalls replaced 
the word with another word which had approximately the same range of semantic 
content such as ‘came to Liberal party meeting’ (N3, N4, N24), ‘followed a Liberal 
party meeting’ (N7), ‘held a meeting’ (N12, N16, N21, N22), ‘stopped the party’ (N19), 
‘took the protest to the meeting ’ (N20), and ‘refused the liberal meeting party’ (N23). 
On a similar note, paraphrasing the word also resulted in the emergence of replacement-
type errors. For instance, the word ‘fire’ in PUs 22-23 was likely to be unknown to the 
reader who then attempted to paraphrase it into ‘made the society at that time aware’ 
(N1), ‘the issue exploded’ (N 3), ‘became the main topic’ (N9), ‘seized public attention’ 
(N15) and ‘making the society aware’ (N28). A slightly reversed process of 
paraphrasing was shown from PUs 38-39 ‘to take notice of their demands’ in which the 
reader replaced the phrase ‘take notice of’ with a single verb as in the recall ‘to meet 
their demands’ (N1, N20) and ‘to listen to them’ (N5). 
Table 4.21 Recall Analysis: Vocabulary Difficulty 
 
 
Unit no Text Recall Text 
7 who was also a 
committed socialist 
a socialist (N1), a socialist (N8), a socialist (N12), a socialist (N18), a 
socialist figure (N28), a socialist caretaker (N29) 
9 an ardent feminist. a feminist (N8), a feminist. (N10), a woman activist (N15), a feminist( N29) 
13 As one of the major 
figures 
as an important figure (N6), a figure who pioneered (N8), the founding 
figures (N24), 
22-23 that really fired the 
public imagination 
made the society at that time aware (N1), the issue exploded (N3), became 
themain topic (N9), encouraged public spirit (N11) had seized 
publicattention (N15), gained wide attention (N23), making the society 
aware (N28), 
28-29 However, convinced 
that such methods 
such method (N3), using this method… (N5), the action used as their 
method (N9), the method (N10), they thought the method (N11), knowing 
that the method (N15), However, it...(N22), they were aware (N28), 
However, the method (N29), 
31 the desired result good result (N18), any results (N20), significant results (N30) 
33-35 that a more militant 
approach 
a rather harder approach (N2), maximum approach (N21), more militants 
(N22), 
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38-39 to take notice of their 
demands. 
to meet their demands (N1), listen to them (N5), to meet their demands 
(N20), 
43 these militant 
campaigners… 
who challenged and got involved (N28) 
48 disrupted a Liberal 
Party meeting 
come to a Liberal Party Meeting (N3, N4, N24)), followed a Liberal party 
meeting (N7), held a meeting (N12,N16, N21, N22), stopped the party 
(N19), took the protest to the meeting(N20), refused the liberal meeting 
party (N23), 
52 give votes to women consider woman voice.’ (N2) 
57 summarily ejected from were ejected from (N1,N15,N19, N25), were ejected 
(N6,N7,N13,N28,N30), result of summary was ejected (N9), be 
ejected (N24), ejected (N26), 
65-66 Emmeline offered to 
pay 
Emmeline chose to pay(N2) 
67 Christable refused… did not agree(N16), Christable preferred (N19), 
70 Her pioneering 
action… 
Her action gave (N1), Her brave action(N15), Her brave action(N18), 
72 Brought a good deal of 
publicity 
made the public aware (N15) 
 
4.3.3 Lack of Knowledge of Rhetorical Structure 
 
The emergence of different types of errors could also be attributed to the lack of 
knowledge of how the text was constructed. In comprehending a text, readers must 
understand how the author connects ideas to create text coherence, what kind of linking 
devices are used to show the relationship between the ideas in the text, which idea was 
the main idea and which one is subordinate, and what is being emphasized and de- 
emphasized.The analysis of different types of errors revealed that some error types were 
likely to be related to the lack of knowledge in this area. Table 4.22 presents different 
samples from across the 30 student recalls where lack of knowledge of rhetorical 
structure might have caused the emergence of errors. In addition, lack of knowledge of 
rhetorical structure accounted more frequently for certain errors such as mixing and 
switching rather than other types of errors. This was probably due to fact that rhetorical 
structure requires an understanding of relational meaning at both micro and macro text 
structure. However, it occasionally happened that a replacement of an individual word 
within a PU could have been the result of a lack of knowledge of rhetorical structure. 
As Table 4.22 shows, in the first instance, the rhetorical structure underlying PUs 2-7 
was presumably problematic for the reader as it required them to identify three different 
subjects ‘Emmeline’, ‘Robert Goulden’ and ‘a successful businessman’ as well as to 
distinguish the main clause from the subordinate clause. This complicated relational 
meaning between the main and subordinate ideas possibly led to the emergence of a 
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mixing error as in ‘was a fighter in women’s suffrage’, ‘Born to a socialist’ (N1), in 
which the phrase ‘women’s suffrage’ was taken from a subsequent sentence and mixed 
up the idea in the PUs2-7. There was also a mixing of a subordinate clause which was 
attached to the wrong subject as shown in the recall ‘Robert Goulden who was a 
businessman’ (N7), ‘to Robert Goulden who was born in Manchester’ (N9), and ‘to 
Robert who was a rich and successful businessman and a socialist’ (N12). Other 
samples within this PU showed similar cases ofthe emergence of mixing errors such as 
‘a very successful businessman and a socialist committee’ (N21), and ‘a successful 
business woman and a socialist figure who was committed’ (N28). PUs 10-11 ‘together 
with her daughters, Sylvia and Christable, she is remembered…’ was recalled by the 
reader as ‘she had two daughters Sylvia and Christable’ (N12), in which there was a 
shift of importance being attached to the word ‘daughter’, from a component of a 
modifying phrase in ‘together with her two daughters’ to component of a main 
idea/clause, ‘She had two daughters’.  
Thus, the shift in such a level of importance resulted in the emergence of a switching 
type error as reflected from the student recall. This emergence of error was most 
probably triggered by the reader’s being unaware of the different level of importance, 
and emphasis being attached to the phrases, although it was also possible that such a 
difference might simply have been caused by memory. Failure to recognize the 
emphasis put on a certain idea can also be observed in PUs 28-29, ‘however, convinced 
that such method would not bring the desired result’. This was an introductory clause to 
the main idea ‘Christable and Emmeline decided…’. However, the reader’s recall 
showed that the clause had been switched to a main idea as reflected in the recalls, 
‘However, such method would not bring’ (N3),‘however... the small group did not 
bring’ (N6), ‘However...as their method did not bring’ (N9),‘However, the method they 
used did not bring’ (N10), ‘However, this did not bring’ (N21), ‘However, it did not 
bring...’ (N22), ‘However, the method would not bring’ (N29). Such changes might 
have been attributed to a possible lack of knowledge of rhetorical structure although it 
was also possible that the omission of the phrase ‘convinced that’ could have also been 
triggered by the reader’s unfamiliarity with the word ‘convinced’. 
An emphatic structure can also be found in PUs 18-21, in which there was an emphasis 
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being attached to the action–verb ‘found’. It required the reader to understand that the 
demonstrative structure ‘it was her founding’ was more than a syntactical variation but 
reflected the importance of the idea conceived by the verb ‘found’. In response to this 
subtlety, the reader might have been unaware and therefore attempted to simplify it into 
a more familiar structure as reflected in the recall ‘she/they established the Union’ (N1, 
N2,N6), ‘...or the Union founded in 1903’, (N11, N19), ‘She founded the women 
suffrage’ (N14), ‘it was in 1903...the WSPU organization’ (N15), ‘founded an 
organization Woman Socialist and Political Union (WSPU)’ (N20, N21,N26,N27). In 
such cases, the shift in emphasis resulted in the emergence of switching and 
replacement type errors. 
PUs 32-36 ‘Christable and Emmeline decided that a more militant approach was 
needed’ possibly presented the most delicate rhetorical structure as the reader was 
required to understand that there was a special emphasis on the idea of ‘a more militant 
approach’ and therefore it was placed as a subject of a passive structure. The excerpts 
from the student recall indicated that the errors might have been caused by the reader’s 
inability to recognize such emphasis and it tended to simplify it into an active structure 
as can be seen in ‘They decided to start a harder campaign’ (N1), ‘decided to do’ 
(N2,N8), ‘Christable and Emmeline used a more militant approach’ (N 5), ‘they 
thought they had to use’ (N6), ’Christable and Emmeline tried another method 
’(N7),’Emmeline decided to use amore militant approach’ (N9),‘Emmeline preferred to 
use a militant approach’(N11), ‘Emmeline and Chris then made a militant approach’ 
(N14), ‘Emmeline thought they had to do a more militant approach’ (N15), ‘Christable 
and Emmeline used a militant approach‘ (N20), and Emmeline used a militant method’ 
(N27). In those excerpts, we cansee the emergence of different types of errors such as 
replacement of the verb ‘decided’ and ‘needed’ as well as the switching type error from 
passive to active. The use of the passive structure to give emphasis to a certain idea was 
also apparent in PUs 57-60, where the reader tended to use an active sentence, resulting 
in a similar switching type error. 
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Table 4.22 Recall Analysis: Lack of Knowledge of Rhetorical Structure 
 
Unit no Text Recall Text 
 
2-7 
Emmeline was born in 
Manchester in 1858 to 
Robert Goulden, a 
successful businessman 
who was also a committed 
socialist 
was a fighter for woman’s suffrage Born to a socialist(N1), a 
successful business woman, She was born in Manchester (N2 
N3) Robert Goulden who was a businessman /a successful 
businessman (N7,N17,N26), Her father was a successful 
businessman and a socialist (N8), to Robert Gouldenwho was 
born inManchester (N9), to Robert who was a rich and 
successful businessman and a socialist (N 12), a very 
successful businessman and a socialist committee (N21), a 
successful business woman and a socialist figure who was 
committed (N28), with her fatheras a successful businessman 
(N29), Her father was a successful businessman 
who (N30) 
10-12 Together with her 
daughters, Sylvia and 
Christable, she is 
remembered as .. 
She had two daughters Sylvia and Christable (N27), 
18-21 it was her founding of 
Women Social and 
Political Union in 1903 
she /they established the Union (N1,N2,N6), ...or the Union 
founded in 1903 (N11,N19), She founded the women suffrage 
(N14), it was in1903.....the WSPU organization (N15) founded 
an organization 
Woman Socialist and Political Union (WSPU) (N20, 
N21,N26,N27) 
28-29 However, convinced that 
such method would not 
bring 
However, such method would not bring(N3), however the 
result they received from using this method (N5), however... 
the small group did not bring (N6) However…as their 
method did not bring (N9, N10, N29), However, this did not 
bring (N21, N22), However, this method did not bring 
significant results(N30), 
32-36 Christable and Emmeline 
decided that a more 
militant approach was 
needed 
They decided to start a harder campaign (N1) decided to 
do.(N2,N8), Christable and Emmeline used a more militant 
approach (N 5), they thought they had to use (N6) Christable 
and Emmeline tried another method(N7),..Emmeline 
decidedto use a more militant approach (N9), Emmeline 
preferred to use a militant approach (N11), Emmeline and 
Chris then made a militant approach (N14), Emmeline 
thought they had to do a more militant approach (N15), 
Christable and Emmeline used a militant 
approach(N20) , Emmeline used a militant method (N27), 
53-60 The question was not 
answered so it was 
repeated by the women 
who were then summarily 
ejectedby the police who 
charged them … 
so they repeated the question... ejected from the meeting 
were asked to (N1), ..so the women repeated the 
question(N2), but the question was not answered(N4) by the 
woman but she was ejected (N7), so the women repeated the 
question (N8), but there was no answer and asked 
again(N14), a question which was never answered (N25), the 
women who were members of WSPU repeated the question 
(N26), so the other women who were ejected by the 
police women repeated the question.(N30) 
65-69 Emmeline offered to pay 
the fines but Christable 
refused, preferring to go to 
prison for the cause. 
Christable chose to go to prison… although her mother 
offered (N1), but that was rejected by Christable. Christable 
chose 
to go to prison (N5) but Cristable refused although she had to 
go to prison (N18), 
 
 
112 
 
 
4.3.4 Memory 
As previously discussed in Chapter Three on Methodology, the procedure to determine 
whether there was any influence of memory or not was done by first considering any 
other possible sources of errors. When other possible errors had been dismissed, the 
analysis would look at memory as the possible source of error. Table 4.23 shows 
samples from the student recall where memory may have come into play in the 
emergence of errors. In general, the influence of memory seemed to surface more often 
when the pausal unit contained a component such as proper names/nouns, although 
there was also an instance in which memory could have contributed to the emergence of 
omission of an adjective or modifier. For example, in PUs1, 5, and 10, the omission and 
replacement type errors might have been caused by the reader’s not being able to fully 
recall the names and so they produced such recalls as ‘Emmeline’ (N1, N2, N14), 
‘Emelia Fankpurt’ (N29) or ‘to a father’ (N6), ‘to Robert’ (N24) and ‘together with her 
daughters Crabel and Sylvia,’ (N22), ‘together with Sylvia Crane, Sylvia and 
Christable’ (N23), ‘Her daughters are Sylvia and Elizabeth’ (N25), ‘Sylvia and Isabel’ 
(N28),and ‘Sylvia and…’. (N29). In these recalls, the reader failed to recall the names, 
resulting in theomission or replacement type errors. A similar problem in recalling 
proper names occurred in PUs19 and 40-41. In both PUs, it was likely that the reader 
had difficulty in recalling thephrase ‘Women Social and Political Union’ and its 
abbreviation ‘WSPU’ and, accordingly, omitted or replaced the component as reflected 
in the recalls ‘WSPU (Women Social Union)’ (N10), ‘Women Social and Tandem Union 
(WSTU)’ (N21), ‘Their motto was ‘deeds not words’ (N3), and ‘their women social 
organization had a motto’ (N9). In all those instances, it would have been inaccurate to 
assume that the errors emerged for other reasons such as syntactical difficulty, 
vocabulary or lack of knowledge of rhetorical structure. 
However, the influence of memory might have also resulted from another factor such as 
syntactical and rhetorical complexity. For example, in PUs 65-67, there was a case of a 
mixing error in which the subjects ‘Emmeline’ and ‘Christable’ had been mixed up and 
misplaced. This error could have been caused by the long sentence and the relationship 
of ideas shown through the connector ‘but’ and sub-clause ‘preferring’, which in turn 
distracted the reader and made it difficult to recall which subject belonged to the first or 
second clause. 
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Other areas in the text where memory might have come into play concerned minor 
details which the reader failed to recall. For example, in PU6, the reader failed to recall 
‘successful’ as can be seen in the recall ‘he was a businessman’ (N27). The same is true 
with PU13 ‘as one of the major figures in the fight for woman’s suffrage’ in which the 
reader failed to recall the idea underlying the phrase ‘one of’ as well as ‘in the fight for’. 
Similarly, the influence of memory might have impeded the reader’s process of 
recalling the whole idea in PU45 ‘the day before a General Election’ in which the 
reader might have experienced difficulty in recalling the idea of ‘the day before’ and so 
produced an omission-type error as can be seen in the recall ‘before a General selection 
was held’ (N2), ‘before a General Election’, (N10), ‘before a general selection’ (N17), 
‘before the general election was held’, (N18), and ‘before a general election’ (N26). 
Table 4.23 Recall Analysis: Memory 
 
Unit no Text Recall Text 
1 Emmeline Pankhurst Emmeline (N1, N2, N14), Emelia Fankpurt (N29), 
5 to Robert Goulden to a father (N6), to Robert (N24) 
6 A successful businessman He was a businessman (N27) 
10 Together with her daughters, 
Sylvia and Christable, 
Together with her daughters Crabel and Silva (N22), Together with 
Syilvia, Crane, Sylvia and Christable (N23), Her daughters are Silvya 
and Elizabet (N25), Sylvia and Isabel (N28), with her two daughters 
namely Sylvia and (N29), 
13 as one of the major figures in 
the fight for woman’s 
suffrage. 
as an important figure in women movement (N6), as a major 
figurein the fight for woman suffrage (N9), as a major figure 
(N10), 
16-17 had been active for at least 
thirty years 
had been active for more than 30 years (N5), also for 30 years (N17), 
had existed for 30 years (N19), 
19 Women’s Social and 
Political Union (WSPU or 
The Union) 
WSPU (Women Social Union) (N10) Women Social and Tandem 
Union (WSTU) (N21), 
45 On October 13th, 1905 In the midst of October 1905 (N1) 
26-27 The small group began with 
peaceful protest. 
At the beginning this organization held protest peacefully (N2), The 
organization (WSPU) began their movement with peaceful protests 
(N11), the community or small group held peaceful protests(N13) With 
small group they held peaceful protests (N17) The small group held 
peaceful protests 
(N25) 
46 the day before a general 
election 
before a General selection was held (N2), before a General 
Election(N10), before a general selection (N17), before the general 
election was held (N18), before a general election (N26), A day after 
the election (N27), before the general election was held (N28) 
40-41 The motto of the WSPU was 
‘deeds not words’. 
Their motto was “deeds not words (N3), their women social 
organization had a motto (N9), 
65-67 Emmeline offered to pay the 
fines but ChrisTable refused. 
prefering to… 
ChrisTable offered to pay but Emmeline refused (N13), Isabel did not 
agree (N16), but Emmeline refused (N26) 
70-75 Her pioneering action 
brought a good deal of 
publicity, encouraging more 
women to join 
encouraging women (N17) 
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4.3.5. Lack of Comprehension Monitoring 
 
Another possible source of error might be attributed to the reader’s lack of 
comprehension monitoring. Comprehension monitoring is associated with the reader’s 
conscious attempt to check whether what he/she has understood of the text is the same 
as what the text is intended to say. Lack of this monitoring strategy might have resulted 
in different types of errors. In determining whether an error might have been caused by 
a lack of comprehension monitoring, the analysis followed the same procedure as that 
applied to the role of memory in which it first considered all other possible sources of 
errors. When it was understood that other sources of errors were unlikely to be the case, 
the analysis focused on the possibility of a lack of comprehension monitoring as a 
source of error by looking at the comprehension gap between the text and the student 
recall. Therefore, some of the errors here might have also been caused by lack of 
memory as discussed in the previous section. 
The first example from PU6 shows a replacement error which might have been 
triggered by a lack of comprehension monitoring. The word ‘successful’ and 
‘businessman’ should pose no difficulty at all to the reader as these two words have 
their equivalents in Bahasa as ‘sukses’ and ‘bisnis’ and are frequently used on a daily 
basis. In terms of syntacticalstructure, it is also very simple. Thus, the most plausible 
explanation why the gap in comprehension surfaced would be that the reader might not 
have checked again his or her understanding of this phrase. A similar rationale could be 
provided for the PUs12-13, ’she is remembered as one of the major figures’. In terms of 
meaning, there was a significant difference between ‘one of the major figures’ and ‘a 
major figure’ and so the omission of the phrase ‘one of’ brought a change in meaning 
although the general meaning of the sentence remained very similar. However, the 
omission could have emerged out of the reader’s failure to apply his/her monitoring 
strategy. 
There was a similar problem in PUs26-27 ‘the small group began with peaceful protest’ 
which displayed the emergence of errors such as additions and replacements. As can be 
seen from the student recall, the errors showed a slight difference in meaning between 
the student recall and the text. The recall, ‘The founding of these small groups began 
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with agreement and protest’ (N14), had extra information as in‘with agreement’ but 
missed out on the idea of ‘peaceful’. Similarly, the recall, ‘the small group began with 
silent protest’ (N15) and ‘the small group began with protests for peace’ (N30), were 
slightly different in meaning arising out of the replacement of the word ‘peaceful’ with 
‘silent’ and ‘protest for peace’. It was very unlikely that the emergence of the errors 
was prompted by syntactical difficulty, vocabulary or rhetorical structure since the 
sentence neither had a complicated syntactical structure, vocabulary nor rhetorical 
structure. The most probable cause would be that the reader might have been familiar 
with all of the components but failed to re-check comprehension before writing down 
her/his recall. Other samples from Table 4.24 showed a similar problem in which the 
reader had basically understood the general idea of the sentence but failed to use a 
monitoring strategy. 
Table 4.24 Recall Analysis: Lack of Comprehension Monitoring 
 
 
Unit No Text Recall Text 
6 a successful 
businessman 
a great businesswomen (N19), 
12-13 she is remembered as 
one of the major figures 
she is remembered as a major figure (N9), as a major figure (N10), 
26-27 The small group began 
with peaceful protests 
The founding of these small groups began with agreement and protest 
(N14), The small group began with silent protests (N15), The small 
group began with protests for peace (N30). 
43-44 These militant 
campaigners became 
known as ‘suffragettes’ 
the campaigners were finally called ‘suffragettes (N1), which was 
called women suffrage (N8) 
46 the day before a general 
election, 
before a General selection was held (N1), before a General Election 
(N9), before a General Election (N10), the day before a general 
meeting, (N12), before a general selection (N17), before the general 
election was held (N18), there was a general election (N24), before a 
general election, (N26), before the general election was held (N28), 
before a general election (N30) 
47-48 Christable and another 
WSPU members 
disrupted a Liberal 
Party meeting 
Christable and some other WSPU members disrupted a Liberal party 
(N11), Christable and another WSPU member were disrupted by the 
liberal party meeting (N29), 
16-17 had been active for at 
least thirty years, 
had been active for more than 30 years… (N5) also for 30 years 
(N17), the movement had existed for 30 years (N19), had been active 
for 30 years (N21), Although the woman movement had existed 
(N28) 
65-66 Emmeline offered to pay 
the fines 
Emmeline agreed to pay the fines (N10) 
74 Encouraging more 
women to join the rank 
encouraging women to join the rank (N17) 
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4.3.6. L1 Interference 
 
It has been generally acknowledged that reading in L2 is more challenging than L1 
reading in the sense that it requires readers to cope with linguistic barriers and 
difficulties arising from the differences between L1 and L2. During the process of text 
comprehension, L2 readers are believed to constantly refer to their L1 linguistic 
resources and bring them into contact with the new L2 input, whilst establishing 
associations, making comparisons and encoding and decoding meaning. It is therefore 
important to acknowledge the possibility of L1 interference in the reading process and 
recall production. The analysis revealed that there were not many instances in the 
students’ recall where L1 interference might have come into play in the emergence of 
errors. Two areas of PUs have been found to provide many instances of errors, possibly 
caused by L1 interference. PUs 18-19, ‘it was her founding of women social and 
political union’, seemed to have caused distraction and difficulty to the reader. The 
problem lay in the fact that the syntacticalstructure, ‘it was her founding of Women 
Social and Political Union’, is very uncommon in Bahasa Indonesia. The same idea 
would have been put into an active voice structure and therefore the reader changed the 
structure into active voice whilst also replacing the verb as seen in the recall ‘she 
established the Union’ (N1), ‘She established a very big women organization...’ (N6), 
‘they established an organization named WSPU in 190’ (N28). In another excerpt, the 
reader kept the same verb but used the active voice instead just as can be seen in 
‘founded an organization Woman Socialist and Political Union’ (N20), ‘she founded an 
organization for women protection’ (N21), ‘She founded Women Social and Tandem 
Union’ (WSTU)’ (N21), ‘they founded WSPU or the Union’ (N26) and ‘Emmeline 
founded an organization’ (N27). 
A similar influence of L1 can also be seen from PUs 32-36 ‘Christable and Emmeline 
decided that a more militant approach was needed’. In Bahasa Indonesia, the verb 
‘decided’ is more commonly followed by an infinitive. Due to this unfamiliarity, the 
reader assimilated her/his knowledge of L1 in processing the text, resulting in the 
change of syntactical structure from passive to active. This change in turn also led to the 
replacement of the word ‘need’ with different words such as ‘start’, ‘do’, and ‘used’. 
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Table 4.25 Recall Analysis: L1 interference 
 
Unit no Text Recall Text 
18-19 it was her founding 
of Women Social 
and Political 
Union 
she established the Union (N1), She established a very big women 
organization...(6), the organization was called WSPU or the Union 
founded in 1903 (N 11), She founded the women suffrage in 18... 
(N14), founded an organization Woman Socialist and Political Union 
(N20), she founded an organization for women protection (N21), She 
founded Women Social and Tandem Union (WSTU) (N21), they 
founded WSPU or theUnion (N26), Emmeline founded an organization 
(N27), they established an organization named WSPU in 1903(N28), 
32-36 ChrisTable and 
Emmeline decided 
that a more 
militant approach 
was needed 
They decided to start a harder campaign, a militant action (N1), 
Finally Christable and Emmeline decided to do a rather harder 
approach (N2), Christable and Emmeline used a more militant 
approach (N5), They thought that they had to use another approach 
(N6), Emmeline and Cristable tried another method with a militant 
approach (N7), Emmeline and Christable decided to do a more 
militant approach (N8), Emmeline and Christable decided to use more 
militant approach (N9), Emmeline and Chris then made a militant 
approach (N14), it wasin 1903 ..... the WSPU organization(N15), 
Emmeline thought they had to do a more militant approach (N15), 
WSPU was founded in 1903 (N19), Christable and Emmeline used a 
militant approach (N20), Christable and Emmeline decided to do a 
maximum approach (N21), but they chose to use a more militant 
approach (N29), 
 
4.3.7. Lack of Previous Knowledge 
 
The extent to which readers are familiar with the topic of the text is believed to 
contribute to L2 reading comprehension. If readers have previous knowledge about the 
subject being discussed in the text, it would help them encompass the reading process 
and make sense of the text by relating to what knowledge is available to make 
connections and draw inferences. It is within this notion that the analysis includes an 
examination of the student recall where the lack of previous knowledge might have 
surfaced through the emergence of errors. 
Table 4.26 shows different areas in the student recalls where different types of error 
might have emerged possibly due to a lack of previous knowledge. In general, the lack 
of previous knowledge is associated with the lack of particular lexical items, phrases or 
names/proper names specific of a certain domain of knowledge or science. In this 
research, the text was a historical account of Emmeline Pankhurst and her suffragette 
movement. The first example presents PU1 ‘Emmeline Pankhurst’ which was recalled 
as ‘Emma Pankhurst’ (N4), and ‘Emmeline was born in Manchester’ (N13). As 
previously discussed, although the replacement of ‘Emmeline’ with ‘Emma’ as well as 
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the omission of ‘Pankhurst’ might have been caused by memory, it could also be argued 
that had the reader been familiar with the figure of Emmeline Pankhurst, he/she would 
have been able to fully recall the proper name. Similarly, as this text follows a specific 
genre, a political and historical perspective, some words were distinctively specific such 
as ‘committed socialist’ and ‘ardent feminist’ in PUs 6-9 ‘a successful businessman who 
was also a committed socialist, and Sophia Crane, an ardent feminist’. This stretch of 
PUs was recalled by one reader as ‘with her father as a successful businessman and a 
socialist caretaker and her mother a feminist’ (N29). It might be assumed that the 
omission of the words ‘committed’ and ‘ardent’ might have been caused by the reader’s 
lack of previous knowledge about the topic. It could be hypothesized that had the reader 
once come across the same topic, he/she would have been familiar with the range of 
vocabulary related to the topic. The same is true for other genre-specific vocabulary 
such as ‘women suffrage’, ‘General election’, ‘disrupt’, ‘liberal party meeting’, 
‘Liberal government’ and ‘vote’. These specific vocabulary items could be problematic 
for some whose reading experience did not include information about political discourse 
underlying the women’s suffragette movement. It is, therefore, likely that the 
emergence of errors such as replacement and omission in this context could have been 
triggered by a lack of previous knowledge about such discourse. This was well reflected 
in the students’ recall as can be seen respectively in ‘who pioneered the fight for the 
awakening of women’ (N8), ‘Although the woman movement had existed’ (N28), ‘On 
October 1905, the day before a general meeting’ (N12),‘Cristable with some members 
of PWNA held a liberal meeting party‘ (N18), ‘Christable and another WSPU member 
stopped the party meeting’(N19), ‘will the liberal government if returned will support 
them?’ (N3), ‘will the party, if returned’ (N5), and ‘they asked if the liberal party’ (N6). 
Table 4.26 Recall Analysis: Lack of Previous Knowledge 
 
Unit no Text Recall Variation 
1-2 Emmeline Pankhurst Emma Pankhurst was born (N4) Emmeline was born ..(N13), 
6-9 a successful businessmanwho was 
also a committed socialist, and 
Sophia Crane, an ardent feminist. 
with her father as a successful businessman and a socialist 
caretaker and her mother a feminist (N29) 
12-14 She is remembered as one of the 
major figures in the fight for 
women suffrage 
who pioneered the fight for the awakening of women (N8), as 
a major figure (pioneer)in the fight of emancipation (N20), as 
a figure in the fight for woman superiority. (N23), 
15-17 Although the suffrage movement 
had been active for at least 30 
years 
Although the woman movement had existed (N28) 
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45-46 On October 13, 1905, the day 
before a General Election, 
On October 1905, the day before a general meeting (N12), the 
day before an election, Christable… (N16) 
48-49 disrupted a Liberal Party meeting 
in Manchester by asking 
Cristable with some members of PWNA held liberal meeting 
party (N18) Christable and another WSPU member stopped 
the party meeting (N19), came to a Liberal party in 
Manchester (N4), the women group came to a liberal party 
held in Manchester (N9), Christable and some other WSPU 
members disrupted a Liberal party in Manchester (N11), 
Christable and another WSPU member refused the liberal 
meeting part y (N23), 
49-52 by asking ‘Will the Liberal 
Government, If returned, give 
votes to women? ‘ 
will the liberal government if returned will support them? 
(N3), will the party, if returned (N5), they asked if the liberal 
party (N6), will the government give votes (N11), asked a 
question “Will the government…(N12), 
 
4.3.8.  Other Factors 
 
As discussed in the Methodology chapter, attention to details in the text might have 
resulted in unnecessary additional words to a PU. This might have been prompted by 
the reader’s cognitive style which focused more on details. In other words, this kind of 
reader was very field-dependent, and would have the strong tendency to decipher the 
text word by word. This is the reason why additions have been found to be the most 
common type of error likely to be caused by the reader’s cognitive style of being over- 
meticulous. As can be seen from Table 4.25, PUs 1-7 showed the first example of 
redundancy possibly caused by the reader’s greater focus on details. In the recall ‘he 
was a successful man a businessman’ (N14), ‘to a father, Robert Goulden whowas a 
successful businessman…and a mothernamed Sophie Crane’ (N15), ‘to a father Robert 
Goulden who was a successful businessman and a mother Sophie Crane’ (N17), the 
reader seemed to have paid extra attention to details to ensure his/her understanding of 
the text at the word level. This might have caused the emergence of addition type errors 
such as ‘man’, ‘father’ ‘mother’, which made the words redundant.  
 
A similar problem was reflected from PUs10-14 ‘together with her daughters, she is 
remembered as one of the major figures in the fight for women suffrage’ for which the 
student recalls say ‘she is remembered as a major figure (pioneer) in the fight of 
emancipation (N20), ‘together with her two daughters’ (N26), and ‘with her two 
daughters namely Sylvia and…’ (N29). In these excerpts, the reader seemed to go 
togreat detail to the extent of explaining an already self-contained pausal unit such as ‘a 
major figure’, ‘together with her daughters’ and ‘with her daughters’. The reader’s 
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being too focused on an individual word resulted in the emergence of addition type 
errors in the words, ‘pioneer’ and ‘two’. 
 
In PUs 26-27, the reader’s preoccupation in text details also resulted in the emergence 
of addition type errors. For example, in the recall ‘Christable and Emmeline began their 
protest with peaceful actions’ (N1), the reader’s focus might have been centered on the 
individual word and clarity of idea and so he/she broke the phrase ‘peaceful protests’ 
into ‘protest with peaceful action’. The same also applies to the recall, ‘the small group 
began their days with peaceful protests’ (N7), and ‘the community or small group held 
peaceful protests’ (N13) where the reader seems to have paid too much attention to 
details, resulting in the addition of the word ‘their days’ and ‘the community’. PUs 40-
42, ‘the motto of the WSPU was ‘deeds not words’ was recalled by the reader as ‘the 
motto that was delivered by them was ‘deeds not words’ (N19), and ‘the motto of the 
WSPU themselves was ‘deeds not words’ (N28), in which the subject of the sentence 
was respectively modified further with the phrase ‘that was delivered by them’ and 
‘themselves’. In both cases, the addition was unnecessary as the idea underlying both of 
PUs was in itself incomplete.  
 
A slightly different case was shown from PUs43-44, for which the recall was ‘the 
militant campaign movement was more known as…’(N6). In this instance, the addition 
of the word ‘movement’ to the word ‘campaign’ might have also emerged out of the 
reader’s inability to see the full extent of meaning underlying the word ‘campaign’ 
which itself also denotes ‘movement’, and so the reader added the word ‘movement’ to 
add clarity but resulted in a redundancy. Lastly, the reader’s beingmeticulous can also 
be seen in PUs 37-39, ‘to force the government to take notice of their demand’ in which 
the reader added the phrasal verb  ‘to put pressure’ to the verb ‘force’ inthe pausal unit. 
It was very likely that the reader was so preoccupied with details that she/he added 
unnecessary information. In all these instances, it might be concluded that the reader’s 
cognitive style tended to be field dependent rather than field independent. 
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Table 4.27 Recall Analysis: Other Factors 
 
 
Unit No Text Recall Variation 
 
 
 
1-7 
 
 
Emmeline Pankhurst was born in 
Manchester ..a successful businessman 
who was 
he was a successful man a businessman (N14), to a father, 
Robert Goulden who was a successful businessman ..... and a 
mother named Sophie Crane (N15), to a father Robert 
Goulden who was a successful businessman and a mother 
Sophia Crane (N17), 
 
 
10-14 
Together with her daughters, she is 
remembered as one of the major 
figures in the fight for women suffrage 
she is remembered as a major figure (pioneer) in the fightof 
emancipation (N20), together with her two daughters 
(N26), with her two daughters namely namely Sylvia 
and...(N29) 
 
26-27 
The small group began with peaceful 
protest 
Christable and Emmeline began their protest with peaceful 
actions (N1), The small groups began their days with 
peaceful protests (N7), the community or small group held 
peaceful protests (N13), The small group was established to 
hold peaceful protests (N26), The small groups began to 
move with peaceful actions or protests (N28), 
 
 
40-42 
 
 
The motto of the WSPU was ‘deeds 
The motto that was delivered by them was ‘deeds not 
words’, (N19) The motto 
of the WSPU themselves was ‘deeds not words’ (N30) 
 
43-44 
These militant campaigners became 
known as suffragettes 
The militant campaign movement was more known as 
suffragettes(N6) 
 
37-39 
To force the government to take notice 
of their demand 
to put pressure and force the government to meet their 
demand(N28) 
 
 
4.4 Total Number of Pausal Units with Zero Errors 
 
The analysis of the students’recalls also took into account those PUs most accurately 
recalled and those least accurately recalled. This was done in the hope of providing 
readers with some idea about each individual PU in terms of the level of difficulty it 
posed to readers, its possible contribution to the emergence of errors and its complexity. 
Of equal importance, the analysis might also shed light on the extent to which memory 
has affected the students’ recall. For example, it might be argued that if a certain PU 
was recalled successfully by most participants despite its minor importance to the text 
and its location in the text, it was most probable that the influence of memory might 
have been very minimal. 
 
Table 4.28   Successful Recall Occurence Rate for Individual Pausal Units (in rank 
order) (N=30) 
Unit 
no 
Pausal Unit Occ Rate % 
 Unit 
no 
Pausal Unit Occ Rate % 
45 On October 13th, 1905 28 93.30 
 
48 
disrupted a Liberal Party 
meeting 
6 20.00 
3 in Manchester 27 90.00  58 from the meeting 6 20.00 
2 was born 26 86.60  5 to Robert Goulden 5 16.67 
4 in 1858 26 86.60  19 of the Women Social and 5 16.67 
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Table 4.28 presents the occurrence rate of each PU which was successfully recalled by 
the reader. An accurately recalled unit may reflect that the reader was able to construct 
meaning out of the text by making sense of the individual words and its relational 
meaning and assimilating and integrating what he/she previously knew about the text in 
the process of reading comprehension. In other words, a zero-error PU may suggest that 
there was no gap in comprehension between what was intended by the author of the text 
and the reader. As seen from the table, the PU ‘On October 13th 1905’(93.33%) along 
with ‘in Manchester’ (90.00%), ‘in 1858’ (86.67%), ‘was born’ (86.67%) and 
Political Union 
1 Emmeline Pankhurst 23 76.60  40 The motto of the WSPU was 5 16.67 
42 not words 21 70.00  44 became known as suffragettes 5 16.67 
41 deeds 20 66.67  30 Would not bring 5 16.67 
52 give votes to women 20 66.67  37 to force the government 5 16.67 
59 by the police 19 63.33  12 she is remembered 5 16.60 
27 With peaceful protest 18 60.00  16 had been active 5 16.60 
35 approach 17 56.66 
 
32 
Christable and Emmeline 
decided 
4 13.33 
28 Howevev 16 53.33  17 for at least thirty years 4 13.33 
47 
ChrisTable and another 
WSPU member 
16 53.33 
 
49 in Manchester by asking 4 13.33 
53 
The question was not 
answered 
16 53.33 
 
55 by the woman 4 13.33 
6 
a successful 
businessman 
15 50.00 
 
13 as one of the major figures 3 10.00 
21 in 1903 15 50.00  25 the subject of the day 3 10.00 
33 that a more 15 50.00  74 encouraging more women 3 10.00 
34 militant 14 46.66  24 and made ‘Vote for Women’ 2 6.67 
51 if returned. 13 43.33  36 was needed 2 6.67 
64 or face imprisonment 13 43.33  43 these militant campaigners 2 6.67 
8 and Sophia Crane 12 40.00  57 summarily ejected 2 6.67 
11 Sylvia and ChrisTable 12 40.00  69 for the cause 2 6.67 
39 of their demand 12 40.00  70 her pioneering 2 6.67 
50 
will the liberal 
government’ 
12 40.00 
 
62 ordering them 1 3.33 
66 to pay the fines 12 40.00  9 an ardent feminist 1 3.33 
67 but Christable refused 12 40.00 
 
15 
Although the suffrage 
movemen 
1 3.33 
46 
the day before a 
General Election 
11 36.67 
 
18 it was her founding 1 3.33 
26 
The small group 
began… 
11 36.66 
 
22 that really fired 1 3.33 
31 the desired result 9 30.00  23 public’s imagination 1 3.33 
68 
preferring to go to 
prison 
9 30.00 
 
29 Convinced that such methods 1 3.33 
63 to pay a fine 8 26.67  73 to the movement 1 3.33 
71 action 8 26.67 
 
7 
who was also a committed 
socialist 
0 0.00 
10 
Together with her 
daughters 
8 26.60 
 
56 who were then 0 0.00 
54 so it was repeated 7 23.33  60 who charged them 0 0.00 
65 Emmeline offered 7 23.33  61 with obstruction 0 0.00 
14 
in the fight for women 
suffrage 
6 20.00 
 
72 
brought a good deal of 
publicity 
0 0.00 
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‘Emmeline Pankhurst’ (76.67%) were the five most successfully recalled with no error 
whereas no occurrence of recall with zero errors was recorded of the PU 7 ‘who was 
also a committed socialist’, ‘who charged them’ (PU 60), ‘with obstruction’ (PU 61) 
‘brought a good deal of publicity’ (PU72) and ‘to join the rank’ (PU 75). The PU ‘an 
ardent feminist’, ‘although the suffrage movement’, ‘it was her founding’, ‘that really 
fired’, ‘public imagination’, ‘convinced that such method’, and ‘ordering them’ 
respectively had one occurrence of recall with zero error. It is worth noticing that the 
readers seemed to better recall details such as dates and proper names as compared to 
clauses which contained unfamiliar vocabulary. This may have informed us of the 
extent to which memory has come into play in the process of recall production. It might 
be well argued that if the readers were capable of recalling such detail as ‘On October 
13th 1905’, the influence of memory might have been very minimal. Readers could also 
recall details regardless of their location in the text. For example, the PU ‘in 1903’ was 
located in the middle of the first paragraph and yet it had a higher occurrence rate 
compared to the other PUs. It showed that memory did not interfere with recall 
production even when it involved minor details regardless of their location in the text. 
4.5 The Statistical Analysis of theData 
4.5.1 Correlational Analysis 
In general, there seemed to be a strong correlation between the data on the students’ 
perception of the reading passage and the profile from the analysis of the pausal units and 
the students’ background information, in particular, their reading engagement and learning 
style. One third of students (33%) rated the test as difficult and only a small number of 
students (6%) thought the reading passage was very difficult. The survey also revealed that 
there were three students (10%) who thought that the test was easy. Table 4.29 shows the 
students’ perception about the level of difficulty of the test (question number 1 of the 
“about-the-test” questionnaire: What do you think of the difficulty of the reading passage?). 
Table 4.2.9 Students’ perception of the level of difficulty of the recall test 
 
Responses Number Percentage 
Very Difficult 2 6 
Difficult 10 33 
Average 17 56 
Easy 3 10 
Very Easy 0 0 
Total 30 100 
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As the table shows, most of the students (56%) considered the level of dificulty of the 
text as average. This may imply that despite the difficulty posed by the reading passage, 
the majority of the students felt that the reading passage was within their range of 
capability to cope with. This further suggests that in terms of the level of difficulty, the 
reading passage was generally suited to the students’ level. From Table 4.29, it can also 
be seen that there were only two students who considered the passage very difficult. 
Meanwhile, when the students were asked to identify the aspect(s) or the area of the 
passage that made it difficult, their responses proved to be correlated with the first 
question of the “About-the-test” questionnaire. Table 4.30 below was taken from 
question number 2 of the “About-the-test” questionnaire: “What aspect(s) of the 
passage made it difficulty?” 
 
Table 4.30 Students’ perception on the area of difficulty of the recall test 
 
 
Aspect(s) of the passage Number 
Percentage of Total No. of Students 
(N=30) 
Vocabulary 26 86 
Grammar 12 40 
Sentence length 4 13 
Passage length 2 6 
Background knowledge 17 56 
Time 5 16 
 
As table 4.30 shows, the majority of the students (86%) identified vocabulary as being 
the factor which posed most difficulty to them and thus made the text very difficult to 
understand. As many as 26 students considered the word ‘suffrage’ difficult or they did 
not know its meaning. The other words considered most difficult are respectively as 
follows: 25 for suffrage, 22 for ardent, 21 for suffragettes, 17 for deeds and 16 for 
obstruction. One important and interesting finding in terms of the difficult words was 
that some students considered the words which had been adopted into Bahasa Indonesia 
difficult such as militant, and campaigners. In Bahasa Indonesia, these words mean 
‘militan’and ‘pengkampanye’or ‘orang yang mengkampanyekan’. 
The second major source of difficulty in reading was attributed to the level of 
familiarity with the topic discussed in the reading passage. As many as 17 students 
(56%) acknowledged that they did not have any previous knowledge about the topic and 
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this possibly impeded the reading process, especially in terms of applying a reading 
strategy such as skimming. Since the topic of a given text is largely built around a range 
of particular lexical items following a certain genre, it is reasonable to assume that the 
students’ lack of prior knowledge of the text resulted in the level of familiarity with 
certain lexical items in the text.  Table 4.31 shows the list of words, phrases, clauses and 
sentences underlined or considered difficult by the students.  
Table 4.31 Students’ perception on the level of unfamiliarity with vocabulary 
 
No Unfamiliar word/phrase Number of Students 
1 suffrage 25 
2 ardent 22 
3 suffragette 21 
4 deeds 17 
5 obstruction 16 
6 convinced/disrupted 12 
7 imprisonment 11 
8 militant 8 
9 ardent feminist 7 
10 campaigners 6 
11 “to” in to Robert Goulden 4 
12 encouraging 4 
13 demand/prison/ranks/desired/fines 3 
14 election/summarily/pioneering 2 
15 face imprisonment 2 
16 preferring (to go to prison for the cause) 2 
17 give vote to women 1 
18 her pioneering action 1 
19 take notice of their demands 1 
20 liberal 1 
21 repeated 1 
22 Ejected 1 
23 charged 1 
24 deal 1 
 
Another major source of difficulty, according to the students, stemmed from the level of 
grammatical complexity in the reading passage. While sentence and passage length also 
contributed to the difficulty in comprehending the text, unknown lexical items, 
126 
 
 
background topical knowledge and grammatical complexity seemed to have largely 
shaped the students’ perception about the level of difficulty of the text (see twelve case 
studies analysis for detailed discussion). Such a perception seems to be aligned with the 
students’ performance on the recall protocol. The analysis of the students’ recall showed 
that unfamiliar vocabulary, lack of background topical knowledge and syntactical 
difficulty are the three most salient factors possibly causing the emergence of errors as 
can be seen from Table 4.32 
4.5.2 Mean of sources of problems 
 
The overall recall procedure resulted along with the other tests has provided this 
research with a comprehensive data which can be seen in Table 4.32. Based on the data, 
the mean of the sources of the problems can be calculated as can be seen in Table4.33 
 
Table 4.32 Average Scores of Dependent Variable and Sixteen Independent 
Variables 
N Names Recall 
% 
GS BT RA Types of problems Sources of Problems 
OM AD RP MX SW VD SD LRS LPK M LCM LI OF 
1 Intan 66 80 72 10.4 8 2 18 0 8 5 5 5 1 3 1 2 2 
2 Endang 52 56 45 7.1 10 4 7 0 8 3 8 0 0 2 1 2 0 
3 Joko 56 50 47 8.0 4 0 7 0 3 4 4 2 0 1 0 0 0 
4 Ririn 25 50 35 7.1 2 1 3 0 2 1 1 1 0 1 1 0 0 
5 Yeni 54 53 45 7.1 5 1 9 0 5 2 5 0 1 0 2 1 0 
6 Amir 50 50 44 7.9 5 4 16 0 4 3 4 2 1 1 0 2 0 
7 Susi 64 70 47 8.0 8 2 6 1 1 2 2 2 0 0 0 1 1 
8 Amelia 65 50 43 7.8 6 4 11 0 6 3 5 2 1 0 0 1 1 
9 Marlina 62 77 50 8.0 6 5 8 0 5 3 6 1 1 0 2 0 0 
10 Ita 48 40 43 7.8 5 3 4 0 0 2 1 0 0 1 4 0 0 
11 Ananda 74 80 42 7.7 4 4 7 0 4 2 3 1 2 0 1 0 1 
12 Tono 29 37 47 8.1 6 1 2 2 0 2 1 2 2 0 1 0 0 
13 Yuni 41 53 44 7.9 4 3 3 2 2 1 3 1 0 1 1 0 1 
14 Kustini 24 23 44 7.9 6 2 3 0 3 0 3 0 0 1 1 1 1 
15 Yasmin 81 73 46 7.1 4 5 9 1 4 5 4 0 0 0 1 1 1 
16 Siti 36 33 44 7.9 6 2 1 0 2 2 3 0 0 0 3 0 0 
17 Fitri 22 47 43 7.8 4 3 2 1 2 0 2 1 1 0 3 0 2 
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18 Aisyah 45 77 43 7.8 2 2 10 1 1 3 3 0 1 0 1 0 0 
19 Nunung 41 53 46 7.1 7 2 5 1 3 3 3 0 1 0 1 1 2 
20 Sumiati 51 63 43 7.8 3 4 4 0 1 2 1 1 1 0 0 2 1 
21 Wandi 44 26 39 7.5 4 1 10 0 4 3 5 0 3 0 2 2 0 
22 Rini 64 63 50 8.3 4 2 5 0 3 3 4 0 1 0 0 0 1 
23 Zaskia 42 60 44 7.9 2 2 4 1 4 2 3 0 1 0 0 1 1 
24 Naning 30 50 44 7.9 7 0 3 0 1 3 2 0 0 0 1 0 1 
25 Milvi 25 43 32 6.1 3 1 3 0 1 1 2 0 0 0 3 0 1 
26 Sari 41 50 46 7.1 3 6 2 1 4 1 4 3 0 0 1 1 2 
27 Sugeng 38 50 35 7.1 4 2 3 0 5 0 4 2 0 0 3 2 0 
28 Sinta 60 76 44 7.9 4 9 14 3 2 5 5 2 1 1 2 1 3 
29 Riza 45 60 43 7.8 6 4 4 1 4 2 4 1 0 1 1 1 1 
30 Lina 53 50 44 7.9 7 4 4 1 5 2 4 2 0 0 3 1 2 
31 Avrg 47.6 54.8 4.,5 7.7 5.0 2.8 6.2 0.5 3.1 2.4 3.3 2.0 0.8 1.2 1.0 0.8 0.7 
32 st Dev 15.4 15.2 6.5 0.7 1.9 1.9 4.3 0.8 2.1 1.4 1.7 1.1 0.7 0.8 1.0 0.8 0.8 
33 median 46.5 51.5 44.0 7.8 5.0 2.0 4.5 0.0 4.0 2.0 3.0 2.0 1.0 1.0 1.0 1.0 1.0 
34 mode 41 50.0 44.0 7.9 4.0 2.0 3.0 0.0 4.0 2.0 3.0 3.0 1.0 1.0 1.0 0.0 0.0 
 
Table 4.33 Mean of Sources of Errors 
Variables Mean of sources of problems 
Vocabulary Difficulty 2.4 
Syntactical Difficulty 3.3 
Lack of Rhetorical Structure 2.0 
Lack of Prior Knowledge 0.8 
Memory 1.2 
Lack of Comprehension Monitoring 1.0 
Language Interference 0.8 
Other Factors 0.7 
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Table 4.34.1. Students’Recall in Percentage 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
VD = Vocabulary Difficulties 
SD = Syntactical Difficulties 
LRS = Lack of Rhetorical Structure 
LPK = Lack of Prior Knowledge 
     M = Memory 
     LCM = Lack of Comprehension Monitoring 
LI = Language Interference 
OF = Other Factors 
 
As revealed in Table 4.34, the students’ recall displayed different types of errors such as 
omission, addition, replacement, switching and mixing, with replacement being the 
highest at a mean of 6.2, followed by omission with a mean of 5.0. Most of these types 
of errors might have been caused by lack of knowledge of vocabulary and grammatical 
complexity. Therefore, it was quite reasonable to assume that the students’ perceptions 
about the level of difficulty of the test were primarily built upon these two sources of 
difficulty. 
 
Given the lack of knowledge of vocabulary in the process of recalling, the students 
might have tried to make guesses of the difficult words and it resulted in paraphrases. 
Similarly, to cope with grammatical complexity, the students might have also 
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paraphrased them, resulting in prolonged and more sentences. 
Table 4.34.2 Mean of types of errors 
 
Variable Mean of types of errors 
Omission 5.0 
Addition 2.8 
Replacement 6.2 
Mixing 0.5 
Switching 3.1 
 
The students’ allusion to lack of background knowledge, however, offered a different 
and yet interesting perspective worth investigating. The questionnaire recorded that 17 
students perceived the lack of background knowledge as the source of difficulty in 
comprehending the reading passage, whereas only 11 students thought the text was 
made difficult because of the grammar. While it might be true that lack of previous 
knowledge on the subject might have made the text difficult to understand, the analysis 
of the students’ pausal units had actually documented a lower percentage of errors 
possibly caused by the students’ lack of background knowledge. 
Having previous knowledge on the subject matter may have helped students orient 
themselves towards the text and recognize a particular word associated with the genre of 
the text. Unfortunately, the number of these kinds of words was not many. A few words 
such as ‘suffrage’, ‘ardent’, ‘disrupt’, ‘election’ and ‘party’ might have suggested 
something about the genre of the text and have caused the students to confuse them with 
different words because they were not familiar with the topic being discussed in the 
reading passage. For example, the recall analysis revealed that some students 
misunderstood the word ‘party’ as ‘a group of people gathered on special occasions to 
celebrate’ instead of ‘party’ understood as ‘political party’. In other words, the 
perception that lack of background knowledge made the reading task difficult was only 
slightly justified in the analysis of the students’ pausal units insofar as the above word 
was concerned. This point of interest will be explored further in Chapter 8 Discussion 
on the section ‘Variable Correlation”. 
As has been stated previously, the Pearson Product Moment was used to measure the 
relationship between two variables or more based on different data (ratio, interval, and 
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ratio-interval) and to find the correlation coefficient among those variables as shown by 
a value between +1 and -1. If the correlation coefficient is positive, the correlation 
among the variables is high. On the other hand, if the correlation coefficient is negative, 
the correlation among the variables is low. In this research, there were a total of sixteen 
individual variables and one dependent variable (units recalled). The correlation is 
determined by the level of significance (sig). When the value of significance is <0.05, 
the correlation between independent variables and the dependent variable is significant. 
Based on the data analysis above, the correlation coefficient among those variables can 
be seen in Table 4.35 below. 
Table 4.35 Correlation Matrix analysis using Pearson Product Moment 
Correlations 
 
VD SD LRS LPK M 
LC
M 
LI OF 
Recalled 
(%) 
VD Pearson Correlation 
Sig. (2-tailed) 
N 
1 
 
30 
.393* 
.032 
30 
.223 
.236 
30 
.059 
.757 
30 
-.036 
.850 
30 
-.070 
.714 
30 
.240 
.202 
30 
.060 
.754 
30 
.675** 
.000 
30 
SD Pearson Correlation 
Sig. (2-tailed) 
N 
.393* 
.032 
30 
1 
 
30 
.529** 
.003 
30 
-.139 
.465 
30 
.167 
.378 
30 
-.140 
.462 
30 
.621** 
.000 
30 
-.008 
.966 
30 
.481** 
.007 
30 
LRS Pearson Correlation 
Sig. (2-tailed) 
N 
.223 
.236 
30 
.529** 
.003 
30 
1 
30 
-.266 
.155 
30 
.071 
.709 
30 
.000 
1.000 
30 
.722** 
.000 
30 
.255 
.174 
30 
.389* 
.034 
30 
LPK 
Pearson Correlation 
Sig. (2-tailed) 
N 
.059 
.757 
30 
-.139 
.465 
30 
-.266 
.155 
30 
1 
30 
.084 
.659 
30 
-.065 
.733 
30 
-.254 
.176 
30 
-.115 
.547 
30 
-.029 
.879 
30 
M 
Pearson Correlation 
Sig. (2-tailed) 
N 
-.036 
.850 
30 
.167 
.378 
30 
.071 
.709 
30 
.084 
.659 
30 
1 
 
30 
.135 
.477 
30 
.195 
.301 
30 
.275 
.141 
30 
-.155 
.412 
30 
LCM 
Pearson Correlation 
Sig. (2-tailed) 
N 
-.070 
.714 
30 
-.140 
.462 
30 
.000 
1.000 
30 
-.065 
.733 
30 
.135 
.477 
30 
1 
 
30 
-.007 
.970 
30 
.421* 
.021 
30 
.022 
.907 
30 
LI 
Pearson Correlation 
Sig. (2-tailed) 
N 
.240 
.202 
30 
.621** 
.000 
30 
.722** 
.000 
30 
-.254 
.176 
30 
.195 
.301 
30 
-.007 
.970 
30 
1 
 
30 
.233 
.215 
30 
.250 
.182 
30 
OF 
Pearson Correlation 
Sig. (2-tailed) 
N 
.060 
.754 
30 
-.008 
.966 
30 
.255 
.174 
30 
-.115 
.547 
30 
.275 
.141 
30 
.421* 
.021 
30 
.233 
.215 
30 
1 
 
30 
.135 
.476 
30 
Unit 
Recall
ed (%) 
Pearson Correlation 
Sig. (2-tailed) 
N 
.675** 
.000 
30 
.481** 
.007 
30 
.389* 
.034 
30 
-.029 
.879 
30 
-.155 
.412 
30 
.022 
.907 
30 
.250 
.182 
30 
.135 
.476 
30 
1 
 
30 
*. Correlation is signif icant at the 0.05 level (2-tailed). 
**. Correlation is signif icant at the 0.01 level (2-tailed). 
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Table 4.36 Summary of Correlational matrix: recall protocol scores x types of 
errors 
Types of Error Correlation Coefficient Sig Description 
Direction of 
Relation 
Omission 0.179 0.344 HA Rejected  
Addition 0.428 0.018 HA Accepted Positive 
Replacement 0.614 0.000 HA Accepted Positive 
Mixing 0.052 0.785 HA Rejected  
Switching 0.405 0.027 HA Accepted Positive 
 
The correlational analysis of individual variable of sub-independent variable under the 
classification of Types of Errors showed that variables ‘Addition, Replacement and 
Switching’ had significant correlations with the dependent variable, units recalled. The 
level of significance of sub-independent variable ‘Addition’ was 0.018, ‘Replacement’ 
was 0.000 and Switching was 0.027. The other two independent variables: Omission 
and Mixing, had a correlational significance of more than 0.05, which suggested that 
they were not significantly correlated. A complete correlational analysis can be seen in 
Table 4.36 above. 
Correlations 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
* Correlation is significant at the 0.05 level (2-tailed). 
**   Correlation is significant at the 0.01 level (2-tailed). 
 
Variables coefficient correlation Sig Description Direction of Correlation 
GS 0.663 0.000 HA Accepted Positive 
BT 0.404 0.027 HA Accepted Positive 
 
GS BT RA UnitRecall
ed(%) 
GS 
Pearson Correlation 
Sig. (2-tailed) 
N 
1 
 
30 
.375* 
.041 
30 
.227 
.228 
30 
.663** 
.000 
30 
BT Pearson Correlation 
Sig. (2-tailed) 
N 
.375* 
.041 
30 
1 
 
30 
.857** 
.000 
30 
.404* 
.027 
30 
RA Pearson Correlation 
Sig. (2-tailed) 
N 
.227 
.228 
30 
.857** 
.000 
30 
1 
 
30 
.192 
.310 
30 
Unit Recalled 
(%) 
Pearson Correlation 
Sig. (2-tailed) 
N 
.663** 
.000 
30 
.404* 
.027 
30 
.192 
.310 
30 
1 
 
30 
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RA 0.192 0.310 HA Rejected  
The correlational analysis between two independent variables: Grammar Sensitivity 
Test, Burt-Word Recognition Test, and the dependent variable: recall protocol test 
showed that the independent variables, Grammar sensitivity and Burt Word Recognition 
Test had a significant correlation with the dependent variable, units recalled. The level 
of significance was at 0.05. 
In the meantime, the correlational analysis of individual sub-independent variables 
under the category of sources of errors, showed that only three variables out of eight 
had a significant correlation with the dependent variable, units recalled, being at the 
level below 0.05 level of significance. The other five variables were not significantly 
correlated with the dependent variable, being above the level of significance of above 
0.05. A summary of correlational analysis of individual sub-independent variables 
under the category of sources of errors can be seen in Table below. 
Table 4.37 Correlational matrix: recall protocol scores x sources of errors 
Correlations 
 
VD SD LRS LPK M LCM LI OF Unit 
Recalled 
(%) 
VD Pearson Correlation 
Sig. (2-tailed) 
N 
1 
 
30 
.393* 
.032 
30 
.223 
.236 
30 
.059 
.757 
30 
-.036 
.850 
30 
-.070 
.714 
30 
.240 
.202 
30 
.060 
.754 
30 
.675** 
000 
30 
SD 
Pearson Correlation 
Sig. (2-tailed) 
N 
.393* 
.032 
30 
1 
 
30 
.529** 
.003 
30 
-.139 
.465 
30 
.167 
.378 
30 
-.140 
.462 
30 
.621** 
.000 
30 
-.008 
.966 
30 
.481** 
.007 
30 
LRS 
Pearson Correlation 
Sig. (2-tailed) 
N 
.223 
.236 
30 
.529** 
.003 
30 
1 
 
30 
-.266 
.155 
30 
.071 
.709 
30 
.000 
1.000 
30 
.722** 
.000 
30 
.255 
.174 
30 
.389* 
.034 
30 
LPK 
Pearson Correlation 
Sig. (2-tailed) 
N 
.059 
.757 
30 
-.139 
.465 
30 
-.266 
.155 
30 
1 
 
30 
.084 
.659 
30 
-.065 
.733 
30 
-.254 
.176 
30 
-.115 
.547 
30 
-.029 
.879 
30 
M 
Pearson Correlation 
Sig. (2-tailed) 
N 
-.036 
.850 
30 
.167 
.378 
30 
.071 
.709 
30 
.084 
.659 
30 
1 
 
30 
.135 
.477 
30 
.195 
.301 
30 
.275 
.141 
30 
-.155 
.412 
30 
LCM 
Pearson Correlation 
Sig. (2-tailed) 
N 
-.070 
.714 
30 
-.140 
.462 
30 
.000 
1.000 
30 
-.065 
.733 
30 
.135 
.477 
30 
1 
 
30 
-.007 
.970 
30 
.421* 
.021 
30 
.022 
.907 
30 
LI 
Pearson Correlation 
Sig. (2-tailed) 
N 
.240 
.202 
30 
.621** 
.000 
30 
.722** 
.000 
30 
-.254 
.176 
30 
.195 
.301 
30 
-.007 
.970 
30 
1 
 
30 
.233 
.215 
30 
.250 
.182 
30 
OF 
Pearson Correlation 
Sig. (2-tailed) 
N 
.060 
.754 
30 
-.008 
.966 
30 
.255 
.174 
30 
-.115 
.547 
30 
.275 
.141 
30 
.421* 
.021 
30 
.233 
.215 
30 
1 
 
30 
.135 
.476 
30 
Unit Recalled 
(%) 
Pearson Correlation 
Sig. (2-tailed) 
N 
.675** 
.000 
30 
.481** 
.007 
30 
.389* 
.034 
30 
-.029 
.879 
30 
-.155 
.412 
30 
.022 
.907 
30 
.250 
.182 
30 
.135 
.476 
30 
1 
 
30 
* Correlation is significant at the 0.05 level (2-tailed).  
133 
 
 
 **.Correlation is significant at the 0.01 level (2-tailed). 
Table 4.38  Summary of correlational analysis between sub-independent 
variables under category of sources of errors and units recalled 
Variables 
Correlation 
Coefficient Sig Description 
Direction of 
Relation 
Vocabulary Difficulty 0.675 0.000 HA Accepted Positive 
Syntactic Difficulty 0.481 0.007 HA Accepted Positive 
Lack of Rhetorical Structure 0.389 0.034 HA Accepted Positive 
Lack of Prior Knowledge -0.029 0.879 HA Rejected  
Memory -0.155 0.412 HA Rejected  
Lack of Comprehension 
Monitoring 0.022 0.907 HA Rejected  
Language Interference 0.250 0.182 HA Rejected  
Other Factor 0.135 0.476 HA Rejected  
 
4.5.3.  Regression Analysis 
 
As a follow-up to the correlational analysis, a multiple regression analysis was also 
administered. An analysis of regression using the Stepwise method was also used in 
this research study as it enabled the researcher to obtain which independent variable 
has the highest correlation or significance over the dependent variable. The analysis 
was done on the basis of the selection of the level of significance (P). The first step of 
the regression analysis was to choose an independent variable which had the lowest P 
value, and was then followed by the same regression analysis as in the first step until 
all independent variables with the level of significance lower than 0,05 was obtained. 
The process of regression analysis was performed four times (four steps). Thus, the 
result of the analysis can be found at the fourth steps. 
 
The examination of the T-test to see the influence of independent variables over the 
dependent variable, showed that out of 16 independent variables, only two variables, GS 
and VD, which had a significant influence over the dependent variable, units recalled, as 
can be seen in table 4.39 below. 
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Table 4.39 T-test analysis 
 
Coefficientsa 
 
 
 
Model 
Unstandardized 
Coefficients 
Standardized 
Coefficients 
 
 
t 
 
 
Sig. B Std. Error Beta 
1            (Constant) 
            GS 
9,559 
,695 
7,863 
,139 ,688 
1,216 
5,015 
,234 
,000 
2            (Constant)      
             GS  
              VD 
10,382 
,462 
5,106 
6,796 
,139 
1,573 
,458 
,448 
1,528 
3,313 
3,246 
,138 
,003 
,003 
a. Dependent Variable: Unit Recall 
 
The second analysis was the use of the Anova test. The test was used to see the 
influence of the independent variables over the dependent variable. The influence can 
be seen from the level of significance. If the significance is <0.05, it means that there is 
an influence of the independent variables to the dependent variables. Based on the 
analysis, it was found that P=0.000 which suggests that the independent variables GS 
and VD had significant influence over the dependent variable, units recalled. 
 
Table 4.40 Anova test of all independent variables x dependent variable 
ANOV Ac 
 
 
Model 
Sum of 
Squares 
 
df 
 
Mean Square 
 
F 
 
Sig. 
1               Regression 
            Residual 
            Total 
3234,225 
3600,975 
6835,200 
1 
28 
29 
3234,225 
128,606 
25,148 ,000a 
2               Regression 
            Residual 
            Total 
4244,825 
2590,375 
6835,200 
2 
27 
29 
2122,412 
95,940 
22,122 ,000b 
 
a. Predictors: (Constant),GS 
b. Predictors: (Constant), GS,VD 
c. Dependent Variable: UnitRecall 
 
As can be seen from table 4.40 above, the regression equation in this analysis was 
Y=10,382 + 0,462 GS + 5,106 VD. It means that the constant value of the units recalled 
was 10,382. The addition of GS value as many as 1 will increase the value of units 
recalled by 0,462, whereas the addition of GS by 1 will increase the value of units 
recalled by 5,106. Thus, it can be concluded that the influence of independent variable 
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GS is bigger than that of VD. 
Table 4.41 Model summary of regression equation analysis 
Coefficientsa 
 
 
 
Model 
Unstandardized 
Coefficients 
Standardized 
Coefficients 
 
 
t 
 
 
Sig. B Std. Error Beta 
1             (Constant) 
           GS 
9,559 
,695 
7,863 
,139 ,688 
1,216 
5,015 
,234 
,000 
2             (Constant) 
          GS 
          VD 
10,382 
,462 
5,106 
6,796 
,139 
1,573 
,458 
,448 
1,528 
3,313 
3,246 
,138 
,003 
,003 
a. Dependent Variable: Unit Recall 
 
The third analysis was coefficient of determination test. This test was used to find the 
influence of the independent variables over the dependent variable in the form of 
percentage. The magnitude of the influence can be found by multiplying the value listed 
in R
2 
with 100% which was R
2 
= 0.621, as can be seen from table 4.41 below. 
 
Table 4.42 Model summary of coefficient of determination test 
 
Model Summary
,688a ,473 ,454 11,34047
,788b ,621 ,593 9,79489
Model
1
2
R R Square
Adjusted
R Square
Std. Error of
the Estimate
Predictors: (Constant), GSa. 
Predictors: (Constant), GS, VDb. 
 
 
4.6   The Significance of the Data  
 
The data obtained from the analysis of the thirty recalls provide the researcher with 
early insights into the participants’ varying levels of text comprehension and the 
variables that may come into play to impact their comprehension. The different types of 
errors and sources of errors revealed through the analysis informed the researcher of the 
extent to which the participants experienced difficulties in reading comprehension and 
how they attempted different strategies to construct the meaning of the text. The 
statistical analysis further provides insights into the interconnectedness between 
different variables which is useful in understanding L2 reading and text comprehension 
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as a multi-dimensional literacy skill. All of the information generated from the above 
data allowed the researcher to move forward by focusing on the smaller number of 
participants with high recall and low recalls through maximum variation sampling 
technique in order to gain a more in-depth understanding of the characteristics of their 
recalls as the unit of analysis.Thus, the significance of the data in this chapter lies in the 
fact that it establishes the foundation for a more in-depth investigation of the recall 
under a case study design to further probe into the complexity of L2 reading process. 
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CHAPTER V 
CASE STUDY 
ANALYSIS OF SIX STUDENTS WITH HIGH RECALL 
 
This chapter presents the first part of analysis of the 12 case studies selected through 
maximum variation sampling discussed in Chapter 3 Methodology. As encapsulated in 
the research question number 2 and 3, the analysis was conducted to investigate at a 
deeper level the types and sources of errors underlying the students’ production of high 
and low recall and the cognitive process possibly characterizing such high and low 
recall. It was also aimed at examining the extent to which the high and low recall might 
correspond to the students’ previous learning experience, language specific knowledge, 
motivation and perception of reading class. 
This chapter presents the first six participants with high recalls. They were divided into 
three different cohorts representing three univeristies with each cohort consisting of two 
students with high recalls. To facilitate readability, each case study was coded as 
follows: 
 
High Recall Coding 
Cohort I : U1.HR1.n1.T1 & U1.HR2n7.T2 
Cohort II : U2.HR1.n9.T1 & U2.HR2.n8.T2 
Cohort III : U3.HR1.n11.T1 & U3.HR2.n15.T2 
     Low Recall Coding 
     Cohort I : U1.LR1.n24.T1 & U1.LR2.n19.T2 
     Cohort II : U2.LR1.n17.T1 & U2.LR2.n18.T2 
     Cohort III  : U3.LR1.n23.T1 & U3.LR2.n21.T2 
*U: University, HR: High Recall, n: Student Recall, T: Teacher 
Thus, the coding ‘U1.HR (n1) T1’ means that the recall being discussed is classified as 
high recall within the first university, and the recall belongs to student No.1 in the 
research sample for the case study and he or she was taught by the first teacher from the 
same cohort. 
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The discussion and analysis of the six cases of high recall were organized around three 
topics which will be presented in the following order: The types and sources of errors in 
the students’ high recall, the reading process, and the student interview with its 
respective summary at the end of analysis. Thus, an analysis of case study U1.HR.n1.T1 
started with the description of the types of errors and possible sources of errors of the 
reader’s recall, followed by an analysis of the reading process, an interview with the 
student and a summary of the analysis. 
However, since the analysis of the types and possible sources of errors across the 30 
student recalls has been discussed in detail in Chapter Four, this section seeks to draw 
attention to the first six high recalls in the 12 case studies by providing a brief 
explanation for the types and possible sources of errors based on the textual evidence 
found in the students’ recall. In addition, since it has been found that types of errors and 
possible sources of errors were mostly alike across the 12 student recalls, the 
description and analysis of possible sources of errors in a certain student’s recall was 
provided only when it was not previously addressed or when such description and 
analysis could provide additional information from a different perspective. 
Occasionally, brief descriptions were provided for a certain PU just to provide an 
example. For more detailed information about the number of the types of errors and 
possible sources of errors, readers are referred to Appendix 9. 
The next analysis concerns the extent to which the students’ recall could inform us of 
the kind of reading process involved. The aim of the analysis was to find textual 
evidence in the recall which possibly indicated different models of text processing such 
as top-down processing, bottom-up processing and the interactive model in the 
production of recall as discussed in Chapter Two, Theories of Reading. The analysis 
started with examining the quality of the recall through the number of major and minor 
ideas represented in the recall as well as the number of extra textual elements. They 
were analyzed further based on the Chenis, Burtis, Scardamila and Bereirter’s (1992) 
scale for cognitive constructive activity in learning from the text as discussed in Chapter 
3 Methodology. 
Following the section on the reading process was the analysis of the interview data with 
each student in each cohort. As discussed in the Methodology Chapter, the analysis was 
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done by identifying the student’s propositions, classifying them according to the theme 
and presenting them in a descriptive-interpretative narrative. The following section 
presents a detailed discussion on each of the six students’ high recall in the case studies. 
5.1 Intan (U1.HR1n1.T1) 
The Recall 
The analysis of Intan’s recall revealed that she scored 66 per cent in a successful recall 
whereas the analysis on the types of error showed 8 cases of omissions, 2 cases of 
additions, 18 cases of replacements, zero mixing, and 8 cases of switching type errors. 
Intan scored 80 on the Grammar sensitivity test, 72 on the Burt Word Recognition test, 
and 10.4 years on Reading Age. 
 
Omission 
 
The omission type error occurred when the reader failed to recall a component within a 
pausal unit of the text. Table 5.1 showed different samples of PUs where omission type 
errors emerged. In PUs 1 and 9, textual evidence shows how the influence of memory 
might have come into play. It was very likely that the omission of the component 
‘Pankhurst’ was due to the fact that Intan was unable to recall the complete 
name.Similarly, the influence of memory might have impeded her in recalling the 
proper name in PU9, resulting in the omission of the component ‘the Women’s Social 
and Political’ although in the latter case, it might also have been prompted by her level 
of familiarity with the topic of the text. It could be argued that if she had been familiar 
with the discourse on women’s suffrage, she would have been familiar with the 
organization. 
 
PUs 43, 57, and 70 displayed the emergence of omission type errors which was most 
likely triggered by her being unfamiliar with the words ‘militant’, ‘summarily’, and 
‘pioneering’. It could be argued that she failed to integrate her previous knowledge and 
knowledge about the text to construct meaning by guessing from the textual clues. A 
slightly different case can be seen from PUs 49 and 69 where the syntactical difficulty 
might have accounted for the emergence of an omission-type error. For example, the 
proper name ‘Manchester’ was by all means a familiar name to Indonesian university 
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students, especially through the mass media coverage of the Manchester United football 
team and the English Premier League TV broadcast. Thus, the most likely cause for the 
omission could be the fact that the syntactical structure here was quite advanced, 
involving an understanding of a clause starting with a preposition. As a result, Intan 
simplified the structure by using the connector ‘and’ and a main verb, dropping the 
phrase ‘in Manchester’. A more complicated structure was posed by PU69, which 
required her to identify and distinguish the main verb from the subordinate verb in a 
two-clause syntactical structure. Here the reader failed to see the syntactical role of the 
main verb ’refused’ and was unable to recognize that ‘preferring to go to prison’ was a 
sub-clause modifying the previous idea. 
 
Table 5.1 Analysis of High Recall: Intan (U1.HR1n1.T1) Omission 
 
Unit no Pausal unit Recall 
Variation 
Possible sources of errors 
1 Emmeline Pankhurst Emmeline Memory 
19 of the Women ‘s Social and Political 
Union 
the Union Memory, lack of previous 
knowledge 
43 These militant campaigners The campaigners Vocabulary difficulty 
49 in Manchester by asking and asked Syntactical difficulty 
57 summarily ejected ejected Vocabulary difficulty 
68 Christable refused, preferring Christable chose Syntactical difficulty 
70 Her pioneering action Her action Vocabulary difficulty 
 
Addition 
 
An addition-type error occurs when a word is added to the PU. As can be seen from PUs 
47 and 72, the phrase ‘the daughter of Emmeline’ was added to the pausal unit. This 
addition, however, did not alter the whole meaning of the PU. The same is true with PU 
where the word ‘propagation’ was added to the PU without necessarily changing the 
meaning. In both cases, the addition might have been possibly caused by Intan’s 
tendency to pay attention to details so as to result in a redundancy. However, in PU72, 
the addition might also have been triggered by her being unfamiliar with the phrase ‘a 
good deal of’, which was an advanced phrase to express the more common ‘many or 
much’. 
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Table 5.2 Analysis of High Recall: Intan (U1.HR1n1.T1) Addition 
 
Unit no Pausal unit Recall Variation Possible sources of 
errors 
47 Christable and another 
WSPU member 
. the daughter of Emmeline, 
Christable and 
another WSPU member 
Other factors 
72 brought a good deal of 
publicity 
gave good publicity and propagation Other factors, 
vocabulary 
difficulty 
 
Replacement 
 
The analysis of Intan’s recall shows 18 cases of replacement type errors. As can be seen 
from the table, the majority of replacement type errors were most likely caused by 
vocabulary unfamiliarity. They showed an attempt to guess the meaning based on the 
context clues. For example, in PUs 22, 23, 34, 38 and 72, the replacement of the 
component in each PU might have been caused by the fact that she was unfamiliar with 
the word and accordingly attempted to replace it with a different word thought to have a 
more or less similar meaning. Whereas in PU4, the influence of memory might have 
accounted for the replacement of the phrase ‘in 1858’ with ‘in the early twenties’ as she 
might have found it difficult to remember the exact year. The same reason might have 
accounted for the replacement case in PUs 40 and 45. Syntactical difficulty might have 
also contributed to the emergence of replacement type errors as in the case of PUs 5, 18, 
and 36. In PU 5, the syntactical structure underlying the phrasal verb ‘born to’ could be 
difficult to discern because it required an understanding of the meaning of the whole 
phrase rather than its individual word. The reader might also have been distracted by the 
fact that the phrase was part of a long stretch of words involving a main clause and a 
sub-clause. PU 18 ’it was her founding’ might have caused her a lot of difficulty.  
First, such a syntactical structure also implied a rhetorical style in which special 
emphasis was put on the act of ‘founding’, which the reader might not have been aware 
of. Second, this syntactical structure is very uncommon in Bahasa Indonesia, raising the 
likelihood that this might have also caused the emergence of the error. A rather similar 
case was shown in PU 36 ‘was needed’, which was part of a larger chunk ‘Emmeline 
and Christable decided that a more militant approach was needed’. The syntactical  
structure involving the phrase ‘decided that’ followed by a clause is very uncommon in 
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Bahasa Indonesia. For most learners, the passive voice was also quite troublesome. As a 
result, Intan tried to simplify this by changing the syntactical structure to an infinitive 
and an active voice ‘decided to start a harder approach’. Thus, the replacement of the 
verb ‘need’ with ‘start’ was also a by-product of the change of syntactical structure 
from passive to active. 
Table 5.3 Analysis of High Recall: Intan (U1.HR1n1.T1) Replacement 
 
 
Unit No Pausal Unit Recall Variation Possible sources of errors 
4 in 1858 In the early twenties Memory 
5 Goulden(born)… to Robert to socialist family Syntactical difficulty 
18 it was her founding she established Syntactical difficulty, lack of 
rhetorical knowledge, L1 
interference 
22 That really fired… which made Vocabulary difficulty 
23 public’s imagination the society at that time 
aware 
Vocabulary difficulty 
26 the small group began Christable and 
Emmeline began 
Lack of comprehension monitoring 
34 a more militant … a harder Vocabulary difficulty 
36 was needed to start Syntactical difficulty, L1 
interference 
38 to take notice to meet Vocabulary difficulty 
40 The Motto of the WSPU 
was... 
The motto of the 
organization 
Memory 
44 became known as 
suffragettes 
were finally called 
‘suffragettes’ 
Lack of comprehension monitoring 
45 On October 13th 1905 In the midst of October 
1905 
Memory 
50 ..will the liberal 
government 
will the liberal party Lack of previous knowledge 
72 ..brought a good deal of 
publicity 
gave good publicity Vocabulary difficulty 
 
Switching 
 
Table 5.4 shows different areas in Intan’s recall where the switching-type error 
occurred. There were six cases of switching type errors. Some of the switching type 
errors might have been caused by syntactical difficulty whereas some others were 
more likely to have been triggered by a lack of knowledge of the rhetorical structure. 
For example, PUs 16, 27, 49and 54 were all recalled by switching the syntactical 
structure. The pausal unit ’it was her founding’ was switched to ‘she established’ by 
Intan. Such switching might have been simultaneously caused by L1 interference, 
syntactical difficulty and lack of knowledge of rhetorical structure. Similarly, in PUs 
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62 and 68, the switching was most likely to have been caused by her inability to 
identify and recognize the main idea and the subordinate idea.  
 
Table 5.4 Analysis of High Recall: Intan (U1.HR1n1.T1) Switching 
 
 
Unit No Pausal unit Recall Variation Possible source of errors 
18 it was her founding she established L1 interference, lack of rhetorical 
knowledge, syntactical difficulty 
27 (began with) peaceful 
protests 
(began) heir protests with 
peaceful action 
Syntactical difficulty 
49 .in Manchester by 
asking 
…and asked ,, Syntactical difficulty 
54 so it was repeated so they repeated the 
question 
Syntactical difficulty 
62 ordering them to… were asked Lack of rhetorical knowledge 
68 preferring to go to 
prison 
Christable chose to go to 
prison 
Lack of rhetorical knowledge, syntactical 
difficulty 
 
The reading process 
The analysis of Intan’s recall revealed a high representation of major and minor ideas 
which are presented below: 
 
Table 5.5 Analysis of High Recall: Intan (U1.HR1n1.T1) The 
reading process 
 
 
Major /main ideas Minor ideas 
-Emmeline was a fighter for woman’s suffrage in the early twenties 
-she established the Union which made the society at that time aware 
that women had the same political rights to be chosen 
-They decided to start a harder campaign, a militant action to meet 
their demands. 
-In the midst of October, 1905, the daughter of Emmeline, Christable 
and another WSPU member disrupted a Liberal Party meeting and 
asked‘Will the liberal Party, if returned, gives votes to women? 
-Christable chose to go to prison for the cause although her mother 
offered to pay the fines. 
-Her action gave good publicity and propagation to the movement and 
encouraging more women to join her rank 
-Christable and Emmeline began 
their protest with peaceful actions 
-the campaigners were finally called 
‘suffragettes’ 
-The motto of the WSPU was ‘deeds 
not words’ 
-The militant campaign became 
known as suffragettes 
-They were finally ejected from the 
meeting by the police because of 
their disruptive action 
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The analysis of the reading process was illustrated through the examples below based 
on the framework of cognitive constructive activity proposed by Chan, Burtis, 
Scardamalia and Bereiter (1992) as previously described (p.126). 
 
Table 5.5.1 Analysis of High Recall: Intan (U1.HR1n1.T1) Reading process: 
Assimilation 
Text Recall 
-It was her founding of the Women’s 
Social and Political Union (WSPU or The Union) 
in 1903 that really fired the public’s imagination 
-In the early 20th century in 1903 she established the Union 
which made the society at that time aware that women had the 
same political rights to be chosen 
-Christable and Emmeline decided that a more 
militant approach was needed to force the government 
to take notice of their demands 
-They decided to start a harder campaign, a militant action, to 
push the government to meet their demands 
 
In the first instance, Intan was able to reconcile the discrepancy between text-based 
information and knowledge-based information by applying top-down processing. She 
did not stop at the individual word but succeeded in making sense of the text at a larger 
context by paraphrasing and guessing the meaning of unfamiliar vocabulary items from 
the context. For example, the syntactical difficulty arising from the emphatic structure 
‘it was her founding’ was resolved by paraphrasing ‘she established’. Similarly, the 
phrase ‘that really fired the public’s imagination’, which contained unfamiliar 
vocabulary, was successfully assimilated into her knowledge by guessing from context 
to become ‘made the society at that time aware’. Such a process was only made 
possible because she might have focused on the gist of the whole proposition, and thus 
top-down processing. 
In the second instance, the syntactical structure ‘decided that a more militant approach 
was needed’ is uncommon in Bahasa Indonesia where ‘decided’ is normally followed 
by ‘to+infinitive’. The rhetorical structure in which the subject ‘militant approach’ was 
being emphasized could also have been problematic for Intan. However, she was able to 
resolve these difficulties by switching to the active structure ‘decided to start a harder 
campaign, a militant action, to push the government to meet their demand’. Here we 
can also see the reader’s paraphrasing of the phrase ‘take notice of’ and the simple 
relevant elaboration in ‘a militant action’, as two signs of assimilation. 
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Table 5.5.2 Analysis of High Recall: Intan (U1.HR1n1.T1) Reading process: 
Propositional/Fragmented Associations 
Text Recall 
-..had been active for at least 30 years -She had fought for women suffrage since she was young. 
-none -that women had the same political rights and to be chosen 
 
In the first instance, Intan might have been cued by the phrase ‘for at least’ and made a 
false association which resulted in the overextended inference ‘since she was young’. 
Similarly, the second instance shows the association of irrelevant personal knowledge 
which did not match with the text at a propositional level. This process was likely to 
have showed her strategy to move from lower level processing. 
It is apparent from the above analysis that Intan tended to approach the text based on 
her general ideas about a paragraph or proposition. Although there were instances of 
propositional/fragmented associations, their number was not many. The reader thus 
generally applied more top-down processing than bottom-up processing. 
 
Interview with the student 
 
The results of the interview also indicated that Intan possessed the necessary habits, 
personal traits and immediate supportive environment which enabled her to be a fairly 
proficient reader. Although she admitted she started to study English seriously when she 
was in the first semester of her university, her interest in English began much earlier in 
grade seven when her parents hired a private English tutor to give her a month of 
intensive study. Interestingly, she admitted that she decided to do it because she wanted 
to make the most of her fasting holiday as reflected from the following remarks: “I had 
like 2 week-holiday during Ramadhan. So, I thought I ‘d rather learn English with my 
private teacher…you know it started at 3.30 pm… so I did not feel hungry or thirsty and 
suddenly it was 5.30…time to breakfasting”. 
This implied that she began to develop an awarenes towards the importance of English 
quite early. Her interest in English may also have been internally driven. During the  
interview, she confided that when she was in elementary school, she was desperately 
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weak in English, and therefore always got low grades. It was this experience which may 
have left her insecure about her English and in turn served as a trigger for her self- 
realization that she had to start working more seriously on her English. When asked if 
she would go to an English-speaking country to study English if she had a chance, she 
said she would rather go to a country where English is the second language. The reason 
is that she wanted to have a chance to learn not only English but also the native 
language of the country. By doing so she would have learned more than two languages. 
All of these stories indicate that she was a dedicated learner of English and interested in 
learning languages generally. 
With regard to method of learning English, she preferred to gain knowledge of English 
from watching films or videos and reading short articles. However, she said she was not 
very keen on reading books which discussed one topic at great length as she could 
easilybecome bored. To some extent, her statement reflects her cognitive style in 
reading in which she was inclined to move from the general to the specific. This 
provided a rationale for the reading strategies she employed in dealing with the text in 
this research. As a generalist-type reader, she would rather focus on getting the gist of a 
text rather than the details. Given the fact that she gets bored quickly, she could be 
described as a restless reader who lacked the patience to deal with details in a long text 
and therefore skimming was likely to be her most preferred reading strategy. This is 
well reflected in her recall as discussed earlier. 
She was also quite adept at taking advantage of the learning resources made available to 
her both at campus and home. She said that she had no difficulty accessing learning 
resources and had used the internet connection to reinforce her understanding of 
English. She deliberately exposed herself to videos and films every time she arrived 
home from campus for about 3 or 4 hours. She also made an effort to gauge her present 
ability in English by taking a TOEFL-like test twice with her listening score being the 
highest. At home, she also has ample opportunities to practice speaking English with 
her sister since her sister was also a student of the English Department. All this strongly 
suggested that the reader was a very conscious and highly motivated learner. 
Unfortunately, there seems to be a discrepancy between her positive attitude toward 
English and the teaching and learning process she had undergone during her classroom 
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lectures. When asked to what extent the reading lectures had helped her in her reading 
comprehension ability, her response was quite strongly critical. She said that in her first, 
second and third semesters, she was not taught much about reading strategies such as 
skimming and scanning. She concluded that by the end of each semester, the lecturer 
had not really taught her about those details. Instead, she was taught only about how to 
identify different kinds of texts such as recount, descriptive or narrative. 
Based on her description, it can be inferred that the reader was dissatisfied with the way 
she had been taught and this strongly suggested the poor quality of lesson delivery as a 
result of possibly incompetent lecturers. Another limitation came from the fact that the 
environment in her campus did not fully support the development of her speaking skills. 
She said that every time she tried to initiate a conversation in English, her friends would 
consider this as showing-off. 
Summary 
 
Intan showed a fairly high comprehension of the text. This was evident from the high 
number of successful recalls and the quality of recalls that she produced. The types of 
errors that she produced reflect a very skillful application of different reading strategies. 
For example, the high number of replacement-type errors reflected the extent to which 
she could apply multiple reading strategies such as skimming, scanning and guessing 
from context. Her strong comprehension of the text was also evident from the relatively 
high representation of major and minor ideas of the text and the minimum number of 
overextended phrases. The ways she organized her recall into a fairly coherent text 
further demonstrated a successful exercise of both top-down and bottom-up models of 
reading. This result seems to be augmented by her performance on the other tests and 
her strong motivation and interest in English and learning in general as revealed through 
the interview. 
 
5.2 Susi (U1.HR2n7.T2) 
The Recall 
The analysis has revealed that Susi scored 64 per cent in successful recalls with the 
types and sources of errors documented as follows: 8 omissions, 2 additions, 6 
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replacements, 1 mixing, 1 switching. She scored 70 on the Grammar Sensitivity Test, 47 
on the Burt Word Recognition Test, and 8,0 on Reading Age. 
 
Omission 
 
The analysis documented eight cases of omissions. As shown from the table, vocabulary 
difficulty was the major source of error of this type, followed by syntactical difficulty 
and lack of comprehension monitoring. In PU6, the omission of the adjective 
‘successful’ was most likely to be caused by her failure to check her comprehension, 
which was also the case for PUs 33-34. In PU 24, the phrase ‘made vote for women’ 
seemed simple. However, for Susi, it might not have been easy particularly since this 
phrase was followed directly by the phrase ’the subject of the day’. The use of ‘made’ in 
the sense of ‘causing something to be in a certain state of being’ was a difficult concept. 
In PUs 57, 60, 66, her lack of familiarity with the words ’summarily’, ‘charged’ and 
‘fine’ might have accounted for the emergence of the omission type of errors. 
 
Table 5.6 Analysis of High Recall: Susi (U1.HR2n7.T2) Omission 
 
Unit No Pausal Units Recall Variation Possible Sources of Errors 
6 a successful businessman a businessman Lack of comprehension monitoring 
24 and made ‘vote for women’ ’vote for women’ Syntactical difficulty 
33-34 a more militant approach a militant approach Lack of comprehension monitoring 
49 in Manchester by asking and asked a question Syntactical difficulty 
57 ..summarily ejected ejected Vocabulary dificulty 
60 ..who charged them ..who threatened by Vocabulary difficulty 
66 ..to pay the fine ..to pay Vocabulary difficulty 
 
Addition 
 
The analysis of the reader’s recall documented two cases of addition as shown in Table 
5.6. In PU26, the addition might have been caused by the reader’s tendency to pay 
attention to details, resulting in the addition of the phrase ‘their days’. As for PU53, the 
reader might have been unable to identify the use of the connector ‘however’ in the 
previous text and therefore it resulted in the addition of the connector to the wrong PU. 
Table 5.7 Analysis of High Recall: Susi (U1.HR2n7.T2) Addition 
 
Unit No Pausal Units Recall Variation Possible sources of errors 
26 the small group began the small group began their days Other factors 
53 the question was not answered However, the question was not 
answered 
Lack of rhetorical 
knowledge 
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Replacement 
There were as many as six cases of replacement in the student recall which are shown in 
Table 5.8. The first instance was found in PU29 where the replacement of the phrase 
‘such method’ might have been caused by the reader’s failure to check and evaluate his 
comprehension. The same is true with PU66 in which the reader failed to check his 
understanding of the verb ’offered’. The verb ‘decided’ followed by ‘that clause’ is 
quite unusual in Bahasa Indonesia. The infinitive following ‘decided’ was more 
common. This might have been the reason why the reader changed it to ‘tried’ and 
followed it with to+infinitive. Vocabulary difficulty might have caused the replacement 
in PUs 48 and 60 where the words ‘disrupted’ and ‘charged’ might have been unknown 
to her. Other examples can be seen from Table 5.8below. 
Table 5.8 Analysis of High Recall: Susi (U1.HR2n7.T2) Replacement 
 
Unit No Pausal units Recall Variation Possible sources of errors 
 
29 
 
Convinced that such methods 
convinced that their 
campaigns 
Lack of comprehension 
monitoring 
 
32 
Christable and Emmeline decided 
that 
Christable and Emmeline tried 
(to) 
L1 interference, syntactical 
difficulty 
43 These militant campaigners these militant campaigns Memory 
48 disrupted a liberal party meeting… followed a Liberal Party… Vocabulary difficulty 
60 who charged them who threatened… Vocabulary difficulty 
65 Emmeline offered to pay Emmeline preferred to pay Lack of comprehension 
monitoring 
 
Mixing 
 
There was only one case of mixing found in this student’s recall. It was the mixing of 
the relative pronoun ‘who’ with the preceding PU ’Robert Goulden’. The mixing might 
have been caused by the reader’s lack of understanding of the main idea and the 
supporting clause. 
 
Table 5.9 Analysis of High Recall: Susi (U1.HR2n7.T2) Mixing 
 
Unit No Pausal Units Recall Variation Possible sources of errors 
5-7 Robert Goulden a successful 
businessman who was also a 
committed socialist 
Robert Goulden who was a 
businessman 
Lack of knowledge of rhetorical 
structure 
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Switching 
 
Only one case of switching type error was found in which the phrase ‘in Manchester 
byasking’ was switched to a full verb connected by ‘and’ as in ‘and asked a question’. 
Apossible cause for such switching was that the student was unfamiliar with the 
syntactical structure and failed to identify the idea as a subordinate clause. 
 
Table 5.10 Analysis of High Recall: Susi (U1.HR2n7.T2) Switching 
 
Unit No Pausal Units Recall Variation Possible sources of errors 
49 in Manchester by asking and asked a question  
 
Reading Process 
The analysis of Susi’s recall found a high representation of both major and minor ideas 
in the text although there were also some instances of extratextual elements. Below is 
the evidence of main ideas and minor ideas found in the text: 
Table 5.11 Analysis of High Recall: Susi (U1.HR2n7.T2) Reading Process 
Main ideas Sub topic/minor ideas 
-Convinced that their campaign would not bring the desired 
result using their present method, Christable and Emmeline tried 
another method with a militant approach to force thegovernment 
to take notice of theirdemand. 
-On October 13, 1905, the day before a General election, 
Christable and another WSPU member followed a LiberalParty 
meeting an asked a question “Will the Liberal government, if 
returned, give votes towomen 
-However, the question was not answered so it was repeated by 
the women but she was ejected by the police who threatened by 
ordering them to pay or face imprisonment 
-Emmeline was born in Manchester in 
1585. Her husband was Robert Goulden 
who was a businessman. 
-The motto of the WSPU was ‘deeds 
not words 
-The small group began with peaceful 
protest 
-The militant campaign became known 
as suffragette 
-Emmeline prefer to pay the fines but 
Christable refused, preferring to go to 
prison 
 
The reading process can be described in the following excerpts: 
 
Table 5.11.1 Analysis of High Recall: Susi (U1.HR2n7.T2) Reading Process: 
Assimilation 
Text Recall 
Emmeline Pankhurst was born in Manchester in 1585 to 
Robert Goulden, a successful businessman 
Emmeline was born in Manchester in 1585. Her 
husband was Robert Goulden who was a 
businessman 
Christable and Emmeline decided that a more militant 
approach was needed to force the government to take 
notice of their demand 
Christable and Emmeline tried another method 
with a militant approach to force the 
government to take notice of their demand. 
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However, the question was not answered so it was 
repeated by the women who were summarily ejected 
from the meeting by the police who charged them with 
obstruction, ordering them to pay the fines 
However, the question was not answered so it 
was repeated by the women but she was ejected 
by the police who threatened by ordering them 
to pay 
 
In the first excerpt, although she might have been distracted by the long sentence and in 
particular the syntactical difficulty underlying the phrase ‘born....to’, she attempted to 
resolve this by simplifying, dividing the long proposition into two chunks because it 
might be more manageable and suit her cognitive structure. This process could be 
viewed as indicative of top-down processing. However, it can also be seen that such use 
of top-down processing was not always successful as the reader failed to guess the 
meaning of the phrase ‘born…to’ which was recalled as ‘her husband’. 
 
The unfamiliar syntactical structure was also not problematic as Susi focused on the 
whole meaning of a proposition. This can be seen in the second instance, in which she 
attempted to reconcile her insufficient text-based knowledge with her cognitive 
strategies such as skimming and paraphrasing, two strategies characterizing the top- 
down model of processing. 
 
The recall contained only a few extra-textual elements as follows: 
 
Table 5.11.2 Analysis of High Recall: Susi (U1.HR2n7.T2) Reading Process: 
Propositional/Fragmented Associations 
 
Text Recall 
none -Her husband was Robert Goulden 
-Emmeline and her two daughters brought big impact on on 
women emancipation especially in social and political area 
 
In the first instance, the replacement of the notion ‘father’ with ‘husband’ might have 
been cued by ‘Robert Goulden’, leading Susi to make association and inferences which 
do not deal with what the text says about a particular vocabulary item, in this case the 
phrase ‘born.... to’. The second excerpt shows overextended inferences which might 
have beencaused by her failure to comprehend a propositional meaning. 
Overall, her recall showed more use of top-down processing than bottom-up processing 
although it was also possible that when the reader was processing the text, she might 
have done it in a recursive way, mixing the top down and bottom-up processing 
simultaneously as reflected from the case of the phrase ‘her husband’. 
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Interview with the student 
 
The interview with Susi suggested that she seemed to have an intrinsic motivation in 
learning English as well as fairly strong reading habits as apparent in her following 
statement: 
 
Well I have always liked English since I was in Elementary school. I used to read story 
books with pictures like Disney and the Little Mermaid which my mother bought for me. 
They were with CD too so I could listen to the right pronunciation. It sounds cool 
(Interview, November 2012). 
 
She also said that she had taken English courses for quite a long time, beginning from 
the first year of her junior high school to her final year. It was only when she entered 
university that she stopped because she took English as her major. She mentioned 
reading and watching Western films with English subtitles as her preferred method to 
improve her English. However, she did not consider such a method as being efficient 
and therefore she wanted to gain more knowledge and improve her skills by having 
direct practice with native speakers of English. She said she used to be taught by a 
native speaker of English but it was only for a short rime. She thought learning with a 
native speaker of English was very interesting and helpful. 
In terms of learning style, she claimed that she usually spent “at least one hour per 
day”. Interestingly, when asked if she usually spent more hours studying when 
examinations were looming, she said “Never Sir because in my English Department the 
teacher rarely gives us a test. But we are given different kinds of assignments which can 
be done at home”. She considered this kind of learning through assignments as being 
quite efficient in enriching her knowledge of English as well as improving her skills. As 
far as learning resources were concerned, she said that sufficient reading materials had 
been provided by her lecturers. Likewise, international journals were also available in 
the library but she could not make the most of them because she was not very skillful in 
locating them through online search. She pointed out that some of her friends were also 
not familiar with the technical aspects of the online library. 
With regard to the support from her environment, she said that her friends in the same 
English department had been quite supportive. She said “Yes, quite supportive sir, most 
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of the lecturers here use English to communicate with students both in class and out of 
class”. She said that during her reading class, she was taught how to analyze a 
paragraph, developing a paragraph and identifying the main ideas. She also had taken a 
TOEFL test and her score was 420 which mean that she is still struggling to produce 
simple utterances, had a limited range of vocabulary and insufficient ability to make 
sense of text at discourse level. 
When asked about the recall protocol, Susi said that it was “not too difficult”. However, 
she did not know some words which she thought were the key words to understanding 
the text such as the word ‘suffragette’. She said that when she did not know the meaning 
of a word, she would look up the dictionary but when she did not have the dictionary 
with her, she tried to guess the meaning from the context. She preferred reading in 
English although it was more difficult as reflected from her remark “I prefer in English 
though more difficult. But that is my goal, to learn”. In terms of reading materials, she 
said that the reading materials provided by her lecturer had been quite varied. However, 
she often had difficulty understanding them. 
Summary 
 
Overall Susi can be described as a fervent learner of English who seemed to be willing 
to walk the miles in order to make progress in English. Her enthusiasm about learning 
English had driven her to look for the most efficient ways to improve her English. 
Similarly, she has nurtured a positive attitude towards her learning experience on 
campus, showing a high level of self-complacency at both the quality of her reading 
teacher and the learning resources made available to her on campus. As far as the 
evidence provided by her recall is concerned, Susi was by all means a skillful reader 
with the ability to apply multiple reading strategies in comprehending the text. This is 
reflected from the high number of successful recalls in which both major and minor 
ideas were sufficiently represented to maintain text coherence. The type of errors in her 
recall indicated that she could cope with most of the difficulties at different levels of the 
text through her exercise of both top-down and bottom-up reading strategies as revealed 
through the analysis. 
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5.3.  Marlina (U2.HR1n9.T1) 
 
Marlina scored 62 per cent on successful recalls. The analysis of the recall documented 
6 cases of omission, 5 cases of addition, 8 cases of replacements, zero mixing and 
5cases of switching. She scored 77 on the Grammar Sensitivity test, 50 on the Burt 
Word Recognition test, and 8.0 years as ReadingAge 
 
Omission 
 
Marlina’s recall showed six cases of omission-type errors. Lack of comprehension 
monitoring might have accounted for most of the omission type errors in her recall 
whilst vocabulary difficulty ranked second. For example, in PU13, she might have 
failed to monitor her comprehension of the phrase, resulting in the omission of the 
phrase ‘as one of’ which itself has a semantic significance within the PU. The same 
problem was true with PUs 33 and 46 where the reader might have failed to apply her 
monitoring strategy on the idea underlying the word ‘more’ and ‘the day’. 
 
Table 5.12 Analysis of High Recall: Marlina (U1.HR2n2.T2) Omission 
 
Unit 
No 
 
Pausal Unit 
 
Recall Variation 
 
Possible sources of errors 
13 as one of the major figures as a major figure Lack of comprehension monitoring 
15 although the suffrage movement although the movement Lack of previous knowledge, vocabulary 
difficulty 
29 convinced that such method … the action used as their 
method 
Vocabulary difficulty 
33 a more militant (approach) a militant (approach) Lack of comprehension monitoring 
46 the day before a General Election before a general election Lack of comprehension monitoring 
48 disrupted the Liberal party 
meeting 
came to a liberal party Vocabulary difficulty 
 
Addition 
There were five occurrences of addition type errors found in Marlina’s recall. The 
majority of the errors were most likely to have been caused by other factors such as her 
tendency to pay attention to details. For example, in PU24, she added the word ‘an 
expression’ to the phrase ‘vote for women’. This might have been triggered by her being 
too meticulous in processing the information. In other words, she had the tendency to 
approach the text from the smallest unit of information. In PU25, the addition was 
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probably due to her being unfamiliar with the syntactical structure involving the use of 
‘made’ followed by the noun phrase ’vote for women’ and the second noun phrase ‘the 
subject of the day’. The addition was thus unnecessary as the syntactical structure 
already conceived the meaning of ‘to become’ 
Table 5.13 Analysis of High Recall: Marlina (U1.HR2n2.T2) Addition 
 
Unit No Pausal Units Recall Variation Possible sources of 
errors 
24 that made vote for women that it produced an expression ‘vote 
for women’ 
Other factors 
25 the subject of the day became the subject of the day Syntactical difficulty 
26 The small group began 
with… 
the small group began their action Other factors 
29 convinced that such 
method 
their actions used as their method Other factors 
49 in Manchester by asking held in Manchester and they asked Other factors 
 
Replacement 
 
The analysis of Marlina’s recall documented eight cases of replacement-type errors as 
can be seen from Table 5.14. In PUs 22, 23 and 48, unfamiliar vocabulary might have 
been the primary source of errors and this resulted in the replacement of the word ’fire’, 
‘public imagination’ and ‘disrupted’ with a different word which the reader attempted 
to guess based on the contextual clues. Syntactical difficulty might have also accounted 
for the emergence of errors in PUs 24, 30, 36 and 40. For example, in PU30, she might 
have been unable to decipher the difference in the interlocutory meaning between 
‘would not’ and ‘did not’. Whereas the replacement of ‘the WSPU’ in pausal unit 40 
with ‘women organization’ might have been most probably caused by a lack of working 
memory, although it might also have been caused by her lack of prior knowledge of the 
topic. 
Table 5.14 Analysis of High Recall: Marlina (U1.HR2n2.T2) Replacement 
 
Unit No Pausal Unit Recall Possible sources of errors 
22 that really fired the movement became Vocabulary difficulty 
23 the public imagination the main topic which was so widely 
spoken 
Vocabulary difficulty 
24 that made ‘vote for women’ that it produced an expression ‘vote 
for women’ 
Syntactical difficulty 
30 would not bring the desired 
result 
did not bring the desired result Syntactical difficulty 
36 (decided that … was 
needed) 
decided to use L1 interference, 
syntactical difficulty 
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37 .to force the government .to fight against the government  
40 The motto of the WSPU ..their women social organization had 
a motto 
Memory, lack of 
previous knowledge. 
.48 disrupted a liberal party 
meeting 
came to a liberal party meeting Vocabulary difficulty 
Switching 
 
Marlina’s recall shows some cases of switching type errors which were mostly caused 
by syntactical difficulty. For example, in PU22, the clause ‘that really fired (public 
imagination).’ was changed to a full main clause ‘the movement became (the topic that 
was widely spoken)’. Other instances from the transcript showed a similar tendency to 
simplify the syntactical complexity by switching to a simple one. In PU36, however, the 
change from passive to active and its subsequent replacement of the verbs might have 
also been caused by L1 interference. 
 
Table 5.15 Analysis of high Recall: Marlina (U1.HR2n2.T2) Switching 
 
Unit no Pausal Unit Recall Possible sources of errors 
22 that really fired the movement became Syntactical difficulty 
36 (decided that)..was decide to use Syntactical difficulty, L1 
 needed  interference 
40 The motto of the WSPU 
their women social organization 
had a motto Syntactical difficulty 
49 
.in Manchester by 
asking and they asked a question Syntactical difficulty 
 
Reading Process 
 
The analysis of the recall revealed a high representation of both major ideas and minor 
ideas, suggesting good quality recall. Table 5.16 shows the number of major and minor 
ideas represented in the recall: 
 
Table 5.16 Analysis of high Recall: Marlina (U1.HR2n2.T2) Reading Process 
 
Major ideas Minor ideas 
-Together with her daughters, Sylvia and Christable, she is 
remembered as a major figure in the fight for woman suffrage 
-However, the action used as their method did not bring the 
desired result. 
-Christable and Emmeline decided to use a militant approach to 
fight against the government 
-On 13 October 1905, before a general election the women 
group came to a liberal party held in Manchester and they asked 
a question ‘Will the liberal government, if returned, give votes to 
women 
-Emmeline Pankhurst was born in 
Manchester in 1858 to Robert Goulden a 
successful businessman 
-In 1903, the movement became the main 
topic which was so widely spoken that it 
produced an expression ‘vote for woman’ 
-The small groups began their actions / with 
peaceful protests and their women social 
organization had a motto ‘deeds not words’ 
-The question was not answered, so it was 
repeated by the women 
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The reading process can be described as follows: 
 
Table 5.16.1 Analysis of High Recall: Marlina (U1.HR2n2.T2) Reading Process: 
Assimilation 
Text Recall 
It was her founding of Women Social and Political 
Union in 1903 that really fired the public imagination 
and made ‘vote for women’ the subject of the day. 
Christable and Emmeline decided that a more militant 
approach was needed to force the government to take 
notice of their demand Emmelline offered to pay the 
fines, but Christable refused, preferring to go to prison. 
In 1903, the movement became the main topic which 
was so widelyspoken that it produced an expression 
‘vote for women’ Christable and Emmeline decided 
to use a militant approach to fight against the 
government Emmeline did favor to the government, 
unlike Christable who insisted on her demands, 
preferring to go to prison 
In the first excerpt, Marlina showed attempts to construct comprehension by focusing 
on the main idea of the proposition. In doing so, she attempted to ignore the difficulty at 
word and phrasal level as reflected from the summarizing phrases ’in 1903, the 
movement’ and the paraphrasing of ‘that really fired the public imagination’ into 
‘became the main topic which was so widely spoken’. A similar process of paraphrasing 
was visible in the second excerpt where deficiency in text-based knowledge of 
rhetorical structure in ‘decided that’ followed by a passive structure, was resolved 
through top-down processing such as skimming and paraphrasing. The last excerpt also 
demonstrated the working of top-down processing such as paraphrasing by focusing on 
the gist of the whole stretch of words. 
 
Table 5.16.2Analysis of High Recall: Marlina (U1.HR2n2.T2) Reading Process: 
Propositional/Fragmented Associations 
Text Recall 
None -So, they held campaigns which promoted their motto in order to minimize the change toward 
emancipation. 
-Her action was accepted by the government. And they managed to hold an election involving 
women 
 
Her recall also contained overextended inferences although in a small percentage. As 
shown from Table 5.16.2, the propositions did not represent any ideas in the text and 
therefore did not show an understanding of text at a propositional level. The first extract 
might have been cued by a word such as ‘campaigners’ or ‘public imagination’ in 
which she attempted to make associations possibly with her knowledge-based 
information. 
The second excerpt might have been cued by different unfamiliar words and phrases in 
the text such as ‘disrupted’, ‘the liberal government’ and ‘give votes to women’. In all 
158 
 
 
these excerpts, it might be argued that she showed a tendency to apply the bottom-up 
model of reading. However, it was also possible that she may have used both types of 
processing simultaneously to resemble the interactive model of the reading process. For 
example, the phrase ‘became the main topic which was so widely spoken’ might have 
emerged out of her recognition of the less common meaning of the word ‘fire’ in the 
context of the text and proceeded with the top down processing by assimilating this 
local text based on knowledge with the intended meaning of the proposition. 
Interview with the student 
In general, Marlina manifested mediocre levels in both learning motivation and reading 
engagement. Although she acknowledged that she had begun to study English seriously 
quite early when she was in the 7th and 8th grades, her achievement so far had basically 
reflected a more casual approach to learning. During her studies in the 7th and 8th 
grades, she maintained that she made an extra effort to improve her knowledge of 
English by taking an extra English course. However, since she entered college, she has 
never done the same thing again. She said “I gave up private tutoring because since I 
went to college, I have a lot of assignments. It actually helped me although until now I 
still could not distinguish past tense and present perfect tense”. 
When asked about her academic achievement at University, she said that her record had 
been moderate. With respect to her method of learning English, she said that she 
preferred to exercise her skills in English by writing song lyrics in English or writing a 
diary containing short fragments of her daily life just like a recount text, as she put it. 
Her learning style was generally characterized by her increasing hours of study prior to 
an examination or when she had an assignment to submit. She said that she had been 
using the internet to help her with her assignments. When asked about what she wanted 
to try in view of her method of learning, she said that she actually wanted to join an 
‘English corner’ where everyone was supposed to speak English and whoever failed to 
do so would be sanctioned. She once was taught by a native speaker in the 1st, 2nd and 
4th semesters of her university course but unfortunately in her opinion the native 
speaker spoke only simple English. Apart from that, her experience with native speakers 
of English included a session called ‘tourist hunting’ and a tour to Bali organized by the 
student association during which she had a chance to interview some tourists.  
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Her approach to dealing with her academic challenges and requirements was quite 
casual as reflected from her saying “I usually spend like 3 hours…at the most … 
sometimes more when I have exam. Most of my friends do the same I think, Sir.” When 
she had no assignments, she often did not study at all. She mentioned about having hard 
times remembering or memorizing things from the lessons and therefore she would 
access her notes to remember and understand them. 
In terms of speaking, she admitted that she rarely practiced her speaking skills because 
both her lecturers and friends would be half-heartedly willing to speak English although 
some of her lecturers would respond to her if she spoke or sent messages in English.  
She used to practice quite often because she had a classmate with whom she could 
practice. Regarding learning resources, she said that the learning resources in the 
University were inadequate. She occasionally made use of the internet to find reading 
materials and browsed for some information relating to EFL and early childhood 
teaching. When asked if she regularly visited the library, she said she went to the library 
three times a week. She maintained that she was usually interested in reading literary 
works such as novels, poems and short stories. Unfortunately, she preferred to read 
Indonesian novels because they were easier to understand. Therefore, her collection of 
books was mostly in Bahasa Indonesia. However, if the content of a book was 
interesting, she did not mind reading it in English. 
As for the reading materials so far provided during her class, she said that generally the 
materials in the earlier semesters were more interesting than those in the third and 
fourth semesters. The reason why she thought so was simply because the reading 
materials in the 3rd and 4th semesters were more complicated and much longer so that 
she became bored and was reluctant to read further. She confided “For reading class… I 
don’t know sir… don’t know what to do. I don’t like the reading text … like strange (the 
topic) many difficult words”. In addition, she admitted that she did not like the reading 
class because she preferred writing. When asked about the reading protocol, she said 
that it was quite difficult because she did not know many words nor some of the 
grammatical structures in the recall protocol. She would usually look up a dictionary for 
an unknown word but very often she still could not understand the whole meaning of 
the sentence although she had known the meaning of that particular word. 
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She said that during the first semester, the reading materials consisted of a collection of 
fables whereas in the second semester she was taught about how to analyze a paragraph 
and identified the main idea and theme of a story. Unlike the previous semesters, during 
her fourth semester, she was assigned to search for articles and afterwards summarized 
the articles and submitted the summary. In the following meeting, students had to make 
a presentation about the same topic in front of the class. In general, she described the 
reading materials throughout the semesters as doing little to help her improve her ability 
in reading. She said that she once took a TOEFL test but she scored below 450. 
Summary 
Marlina scored a high number of successful recalls which indicated her strong 
comprehension of the text. Her recall strongly indicated that she had a strong grasp of 
the text at both paragraph and propositional level, resulting in a fairly coherent text. 
This was achieved most possibly by simultaneously applying top-down and bottom-up 
models of reading process. This can be seen from the quality of her recall where the 
representation of both major and minor ideas was equally high with a very small 
percentage of isolated words or fragmented phrases. However, she projected a 
prevailing sense of disillusion with the learning environment and resources for her 
speaking skill development and the reading materials during her reading class. It is 
worth questioning if this might be the reason for her mediocre level of learning 
motivation and perseverance as reflected from her casual approach to learning. This 
seems to contradict her relatively good recall performance. However, it could be argued 
that her disappointment with the learning environment and resources on campus did not 
necessarily mean she was also reluctant in reading and learning outside campus. Also, 
as discussed in Chapter 8, there might be other factors such as background knowledge 
and prior learning experience which contributed to her comprehension.  
 
5.4.   Amelia (U2.HR2n8.T2) 
 
Amelia scored 65 per cent in successful recalls. The analysis of her recalls identified the 
following errors: 6 cases of omission, 4 cases of addition, 11 cases of replacement, zero 
mixing, and 6 cases of switching. She scored 50 on the Grammar Sensitivity test, 43 on 
the Burt Word Recognition test and 7.8 on Reading Age. 
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Omission 
 
As many as six cases of omission type errors were found in her recall. Lack of 
comprehension and memory might have accounted for the emergence of most of the 
errors. For example, the omission of the phrase ‘one of’ might have been caused either 
by lack of comprehension monitoring or lack of memory. This could also have occurred 
to PUs 33-34 and 74. Whilst vocabulary difficulty and syntactical difficulty could have 
been the cause for the omission-type errors in PUs 7, 9, 13 and 49, the reader might 
have been unfamiliar with the words ‘ardent’, and ‘major’, as well as the syntactical 
structure involving a sub-clause in PU7 and another clause starting with ‘by’ in pausal 
unit 4. 
Table 5.17 Analysis of high Recall: Amelia (U2.HR2 n8.T2) Omission 
 
UnitNo Pausal Unit Recall Possible sources of errors 
7 who was also a committed 
socialist 
and a socialist syntactical difficulty, vocabulary difficulty 
9 an ardent feminist a feminist Vocabulary difficulty 
13 one of the major figures a figure Lack of comprehension monitoring, 
memory, vocabulary 
33-34 that a more militant approach a militant 
approach 
Lack of comprehension monitoring, 
memory 
49 in Manchester by asking they asked Syntactical difficulty 
74 encouraging more women encouraging 
women 
Lack of comprehension monitoring, 
memory 
 
Addition 
The analysis of her recall identified 4 cases of addition type errors. The first one was the 
addition of the phrase ‘who pioneered’ which was most likely to be caused by the 
difficulty in understanding the syntactical structure involving the passive voice in ‘she is 
remembered as’ and a phrase in ‘in the fight for’. The addition also resulted in the 
switching from a full sentence to a clause with the introduction of the relative pronoun 
‘who’. This might also have been caused by her lack of awareness of rhetorical structure 
underlying the whole idea of the sentence. Similar factors might have accounted for the 
addition of the relative pronoun in PUs 36 and 44 whereas the addition of the word 
‘back’ was more likely indicative of her tendency to pay attention todetails. 
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Table 5.18 Analysis of High Recall: Amelia (U2.HR2n8.T2) Addition 
 
Unit No Pausal Unit Recall Possible sources of errors 
14 
(she is remembered as… ) in the who pioneered the fight for the Syntactical difficulty, lack 
of 
 fight for women suffrage awakening of women rhetorical knowledge 
36 was needed which was needed Syntactical difficulty 
44 
became known as suffragettes which was called women 
suffragette 
Syntactical difficulty 
52 give votes to women give votes back to women Other factors 
Replacement 
 
Amelia’s recall shows as many as 11 cases of replacement-type errors. Different sources 
of errors equally contributed to the emergence of the replacement type errors across the 
recalltext. The influence of memory might have surfaced in the recall of PUs 5 and 8 
where she failed to recall the proper names. In PUs 13, 14, and 43, she might have been 
unfamiliar with the vocabulary, resulting in the replacement of the word ‘major’, 
‘women suffrage’ and the phrase ‘militant campaigners’. In PUs 48, she might have 
failed to monitor her comprehension of the phrase ‘liberal party meeting’, even though 
the replacement might also have been triggered by her lack of previous knowledge 
about the subject matter of the text. Other possible sources of errors can be seen from 
Table 5.19. 
Table 5.19 Analysis of High Recall: Amelia (U2.HR2 n8.T2) Replacement 
Unit No Pausal Unit Recall Possible sources of error 
5 .to Robert Goulden her father was Memory 
8 .and Sophia Crane her mother was Memory 
13 one of the major figures 
the pioneer for women 
suffrage vocabulary difficulty 
14 
.in the fight for women 
suffrage 
for the awakening of 
women Vocabulary difficulty 
36 (decided that) was needed (decided) to do Lack of rhetorical knowledge 
40 The motto of WSPU was 
Their movement took the 
motto Syntactical difficulty 
43 
These militant 
campaigners .it was this movement Vocabulary difficulty 
44 
became known as 
suffragettes 
which was called women 
suffragette Lack of rhetorical knowledge 
48 
disrupted the liberal party 
meeting 
disrupted parliamentary 
meeting 
Lack of comprehension 
monitoring, lack of previous 
knowledge 
50 if the liberal government how the liberal government Syntactical difficulty 
62 ordering them to pay offered them to pay 
Lack of comprehension 
monitoring 
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Switching 
Syntactical difficulty seems to be the major reason which might have contributed most 
to the emergence of switching-type errors. As can be seen fromTable5.20, in the first 
instance, the problem seems to stem from her being unfamiliar with the phrasal verb 
‘born...to’. PUs 36 and 62 posed equally challenging tasks for her as both cases required 
her to identify which idea was being given emphasis through the syntactical structure. In 
the first one, emphasis was put on the idea of ‘a more militant approach’ through a 
passive structure whereas the second one, ‘ordering them’, was a clause modifying the 
previous main sentence. In the recall of both units, she had switched the emphasis 
through a different syntactical structure 
 
Table 5.20 Analysis of High Recall: Amelia (U2.HR2 n8.T2) Switching 
 
Unit no Pausal Unit Recall 
Possible sources of 
error 
5 (born…) to Robert Goulden Her father was Syntactical difficulty 
36 
(decided that a more 
militant approach) … was 
needed 
(decided) to do (a more 
militant approach) 
Lack of rhetorical 
knowledge 
40 The motto of WSPU was 
Their movement took the 
motto 
Syntactical difficulty, 
memory 
49 in Manchester by asking they asked Syntactical difficulty 
62 ordering them The police offered them 
Syntactical difficulty, 
lack of rhetorical 
knowledge 
 
 
The Reading Process 
 
The analysis of her recall showed a high representation of both major and minor ideas. 
The representation was mostly accurate as she was able to organize the recall in its 
acceptable and coherent format. This suggests that she had produced high quality recall. 
The number of major and minor ideas is shown in the following table. 
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Table 5.21 Analysis of high Recall: Amelia (U2.HR2 n8.T2) Reading Process 
 
 
Major Ideas Minor Ideas 
-Together with her daughters, Sylvia and Cristable, she 
became a figure who pioneered the fight for the 
awakening of women 
-Then convinced that such methods would not bring the 
desired result, Emeline and Christable decided to do a 
militant approach which was needed to fight against the 
government 
-On 13 October 1905, the day before a general election, 
Christable and another WSPU member disrupted 
parliamentary meeting. They asked how the liberal 
government give votes back to women 
-Her pioneering action encouraging women to always 
be brave to fight for their rights 
-Emmeline Pankhurst was born in 
Manchester in 1858 Her father was a 
successful businessman and a socialist 
whereas her mother was a feminist 
-The small groups began with peaceful 
protests 
-Their movement took the motto ‘deeds 
not words’ 
-It was this movement which was called 
women suffragette. 
-The question was not answered, so 
- the women repeated the question 
-The police offered them to pay a fine or 
face imprisonment. 
-Emmeline offered to pay the fines / but 
Christable refused, preferring to go to 
prison 
 
The reading process is presented as follows: 
 
Table 5.21.1 Analysis of High Recall: Amelia (U2.HR2 n8T2) Reading Process 
Assimilation 
Text Recall 
-Emmeline Pankhurst was born in Manchester in 1858 
to 
Robert Goulden, a successful businessman who was 
also a committed socialist. 
-Emmeline and Christable decided that a more militant 
approach was needed to force the government to take 
notice of their demand 
-Her pioneering action brought a good deal of publicity 
to the movement, encouraging more women to join their 
rank 
-Emmeline Pankhurst was born in Manchester 
in 
1858 Her father was a successful businessman 
and a socialist whereas her mother was a 
feminist 
-Emeline and Christable decided to do a 
militant approach which was needed to fight 
against the government 
-Her pioneering action encouraged women to 
always be brave to fight for their rights 
 
 
Table 5.21.1 shows evidence of her comprehension of the main idea underlying 
different propositions. In the first instance, she made attempts to extract the general idea 
of the stretch of the words by applying such a strategy as summarizing. In doing so, she 
was likely to skip minor details or unfamiliar words to focus just on a propositional 
meaning. However, in applying this top-down processing, she seems to have failed to 
attend to the unfamiliar words such as ‘committed’ and ‘ardent’. She failed to apply 
guessing from the context as a top-down strategy to make sense of those words. In other 
words, the recall also shows that she got stuck with the words. Therefore, it can be 
argued that she showed signs of employing the interactive model of reading process in 
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which bottom-up and top-down processing were simultaneously deployed. The second 
excerpt shows a more successful use of top-down processing in which she was not being 
distracted by two possible sources of difficulty, i.e. the rhetorical structure ‘decided that 
a more militant approach was needed’ in which the word ‘decided’ is more commonly 
followed by ‘to + infinitive’ in Bahasa Indonesia and the possibly unfamiliar phrase 
‘take notice of’. The top-down processing enabled her to make a paraphrase by 
simplifying the structure to ‘decided to do a militant approach’ and ‘to fight against the 
government’. 
 
Table 5.21.2 Analysis of High Recall: Amelia (U2.HR2 n8.T2) Reading Process: 
Propositional/Fragmented Associations 
 
Text Recall 
none -Who was feared at that time 
-They became a militant group who fought the 
government for their rights 
 
Whilst not many extra textual elements were found in the recall, their emergence in her 
recall had been useful to illuminate the kind of reading process involved. For example, 
in the first excerpt, the phrase ‘who was feared’ did not correspond to any elements in 
the text and thus could be classified as overextended inferences. It is difficult to assure 
that this fragmented phrase was cued from a word in the text as there was hardly any 
evidence of such textual cues. It was most likely that this might have been caused by her 
being meticulous about text clarity and so made unnecessary additions. Such additions 
were probably associated with lower level processing. The second excerpt had more 
congruence with the text but given the preceding information in the text, this 
proposition was redundant. The proposition might have been cued from the word 
‘militant’ which was assimilated into her cognitive structure. 
 
Interview with the student 
 
Throughout the interview, Amelia showed a generally positive attitude towards learning 
English and reading in particular. She had begun to develop her interest in English when 
she was in the 7th grade. When in Junior High School, she used to learn by 
“memorizing words in the dictionary” and therefore she always took the dictionary 
wherever she went. She also invented her own method of learning vocabulary. She said   
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“I like writing difficult words on pieces of paper and stick them around my bedroom 
walls. So, I can always see them. It is very helpful” In view of reading in Bahasa or in 
English, she said that she preferred to read texts in English although she admitted that 
understanding English texts had been very difficult as she had a very limited knowledge 
of vocabulary. She often looked up the dictionary to know the meaning of a word but 
sometimes she also attempted to guess, “just guess the possible meaning from the story 
of the text”, as she put it. When asked about the level of difficulty in understanding the 
recall protocol text, she thought it was very difficult because there were many words she 
was not familiar with. Interestingly, even when she knew the meaning of a word after 
referring to the dictionary, she still could not understand the idea behind a sentence or a 
paragraph. 
As for her speaking skills, she really wanted to practice her speaking skill with native 
speakers although she felt they spoke too fast and that it was sometimes difficult to 
understand them. She also attributed her difficulty to her poor listening skills. In terms 
of learning resources, she said that they had been generally quite helpful. Learning 
resources were made available to her at the university library where she could also 
access online resources through the internet connections available throughout the 
campus. 
However, the university learning environment had fallen short of her expectations. 
Throughout the interview, she kept projecting her disappointment over the little support 
she received from both her peers and lecturers. She said “it’s very difficult Sir if I want 
to practice speaking with friends… most of them are reluctant and even think I just want 
to show off…”.  Although she maintained that she had no difficulty accessing learning 
resources, her skills development had been held back by the overly few opportunities to 
practice and develop her speaking skills. Her genuine wish to consistently practice 
English both inside and outside the class was very often met with her friends’ 
callousness or mocking, which in turn made her demotivated. 
More surprisingly, she showed palpable disappointment when talking about her 
lecturers and the teaching learning process taking place at her campus as revealed 
through the following remark “I was just surprised Sir… why we have a lecturer who is 
not fluent in English… and the way he teaches is not good… confusing”. As previously 
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mentioned, one of the ways in which she wished to improve her speaking skill was by 
listening to her lecturers speaking English. However, this rarely happened as she 
confided that most lecturers would rather use Bahasa Indonesia in delivering the 
lessons. Her reading class had been disappointing too as she explained that her 
lecturer’s only use of English was when they read the text being discussed. Other than 
that, they would speak Bahasa Indonesia, a pedagogical practice which was completely 
contrary to her expectation. She specifically cited two examples of her lecturer’s 
handling of reading classes which she found very counter-productive. First, she cited an 
example of her lecturer assigning the students to read a novel and subsequently 
produced a summary along with the students’ opinion about the novel. However, after 
such an assignment was submitted, no feedback whatsoever was given. It was well 
reflected from her saying “We were once asked to read a novel and make a summary of 
the story to be submitted the following week. However, after all of our hard efforts to 
find a novel, read and submit the summary, until now, we have not received any 
feedback from the lecturer. It just disappeared like that. We were very disappointed”.  
In addition to the above disappointment, Amelia also said that the reading materials 
were mostly more like reading tests with multiple choice questions that followed. 
Second, she expressed her ill-feelings over the reading assignment in which during the 
class, the lecturer asked students to take turns to read one paragraph, one student one 
sentence in succession. However, after such an activity was completed, the lecturer 
talked about something irrelevant to the text. This had caused many students to be 
reluctant to go to the reading class. What she revealed during the interview strongly 
suggested that she felt very disappointed with the generally perceived lack of teaching 
quality and of qualified lecturers who would really have made a big difference for her. 
The students’ perception of lecturers was made worse as she admitted that punctuality 
to turn up for class had been badly observed by some lecturers. There were occasions 
when the students had to wait for more than an hour only to find out that the class was 
cancelled. It is understandable that given such an environment, she seemed to suggest 
that her motivation had been waning. This could be traced from her saying that she 
spent less than two hours reading or studying or working more hours towards 
examinations. She also confided that unlike when she initially developed her interest in 
Junior High School, she was now very reluctant to use the dictionary as a learning 
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resource. 
Summary 
 
One of the salient features about Amelia is that despite her relatively moderate score on 
the Grammar Sensitivity Test, she produced a quite high number of successful recalls. 
Her Reading Age score was the highest among the research participants. She also 
produced a high-quality recall in which almost all of the major and minor ideas were 
represented with very few overextended or loose phrases. This could indicate that she is 
a skillful reader who is capable of utilizing multiple reading strategies, text-based 
information and her background knowledge to compensate for her lack of grammatical 
sensitivity. The interview with her also revealed that she was a highly self-motivated 
learner who invented her own method of learning and would love to read and speak in 
English. She had a positive perspective on the learning resources made available on 
campus. However, a sense of dissapointment  prevailed when she was talking about her 
reading class which she thought was counter-productive due to her reading lecturer’s 
poor lesson delivery and lack of commitment and discipline. 
 
5.5 Ananda (U3.HR1.n11.T1) 
The Recall 
The analysis of Ananda’s recall revealed that she scored 74 per cent on successful 
recall. Her recall showed the emergence of different types of errors as follows: 4 cases 
of omission, 4 cases of addition, 7 cases of replacement, zero mixing, and 4 cases of 
switching. Ananda scored 80 on the Grammar Sensitivity Test, 42 on the Burt Word 
Recognition Test and 7.7 on Reading Age. 
 
Omission 
 
The analysis of her recall documented four cases of omission. Lack of comprehension 
monitoring, lack of previous knowledge, and syntactical difficulty were found to have 
contributed equally to the emergence of errors of this type in her recall. For example, in 
the first instance, she failed to check her comprehension of the whole idea of the pausal 
unit. The same error might also have been caused by a lapse in her memory. 
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Table 5.22 Analysis of High Recall: Ananda (U3.HR1n11.T1) Omission 
 
Unit no Pausal Unit Recall Possible sources of error 
33 
that a more (militant 
approach) a (militant approach) 
Lack of comprehension monitoring, 
memory 
48 a liberal party meeting a liberal party Lack of previous knowledge 
49 in Manchester by asking in Manchester Syntactical difficulty 
50 will the liberal government will the government Lack of previous knowledge 
 
Addition 
Other factors might have been the primary sources of the addition type of errors in her 
recall. For example, the addition of the phrase ’to the audience’ in PU49 might have 
been attributed to her being overly meticulous about details whilst in PU47, the addition 
of the word ’eventually’ might have resulted from her failure to evaluate 
comprehension. 
Table 5.23 Analysis of High Recall: Ananda (U3.HR1n11.T1) Addition 
Unit no Pausal Unit Recall Possible sources of error 
26 The small group began … The organization began their 
movement 
Other factors 
47 Christable and Emmeline 
decided 
eventually Christable and Emmeline 
preferred 
lack of comprehension 
monitoring 
35 (militant) approach (militant) approach or protest Other factors 
49 in Manchester by asking they asked a question to the audience Other factors 
 
Replacement 
Vocabulary difficulty and lack of comprehension monitoring contributed equally to the 
emergence of the replacement-type errors in her recall. For example, the word ‘fire’ 
might have been problematic to her when it was used in the sense of ‘strongly provoke 
or stimulate’. She might possibly have been more familiar with ‘fire’ in the sense of 
‘flame’. 
Table 5.24 Analysis of high Recall: Ananda (U3.HR1n11.T1) Replacement 
 
Unit no Pausal Unit Recall Possible sources of error 
22 that really fired … the movement encouraged… Vocabulary difficulty 
23 public imagination public spirit Lack of comprehension 
monitoring 
32 Christable and Emmeline 
decided(that) 
Christable and Emmeline 
preferred(to use) 
Syntactical difficulty 
36 (a more militant approach) was 
needed 
to use (a militant approach) Lack of rhetorical knowledge 
29 convinced that such method they thought such method Vocabulary difficulty, 
47 Christable and another WSPU 
member 
Christable and some other WSPU 
member 
Lack of comprehension 
monitoring 
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Switching 
 
The emergence of the switching type errors in Ananda’s recall was located mostly in the 
same pausal units of the previous students. As can be seen from Table 5.25, the 
switching-type errors were mostly attributable to syntactical difficulty and lack of 
rhetorical knowledge. For example, the switching from the emphatic structure to a 
simple passive voice in PU18 and from a clause to a full verb in PU22 might have been 
caused respectively by her being unaware of the emphasis given to the act of ‘founding’ 
and her losing focus on which idea was the main one in PU22. 
 
Table 5.25 Analysis of High Recall: Ananda (U3.HR1n11.T1) Switching 
 
Unit No Pausal Unit Recall Possible sources of error 
18 it was her founding founded (in 1903) Lack of rhetorical knowledge, L1 
interference 
22 that really fired themovement 
encouraged… 
Syntactical difficulty 
36 (a more militant approach) was 
needed 
.to use (a militant 
approach) 
Lack of rhetorical knowledge, 
syntactical difficulty 
49 .in Manchester by asking they asked a question Syntactical difficulty 
 
Reading Process 
 
The analysis of her recall indicated a high representation of both major and minor ideas 
by the reader. Therefore, the recall can be classified as high-quality recall. The number 
of major and minor ideas is presented in the table below: 
 
Table 5.26 Analysis of High Recall: Ananda (U3.HR1n11.T1) Reading Process 
 
Major Minor 
-They established an organization to protect their activities 
in the fight for women suffrage. The organization was called 
WSPU or The Union, founded in 1903 
-The movement encouraged public spirit and support so as to 
produce a jargon ‘vote for women’ which made ‘vote for 
women’ the subject of the day 
-Christable and Emmeline preferred to use a militant 
approach or protests because they thought such method 
would not bring the desired result 
-On 13 October 1905, the day before a General Election, 
ChrisTable and some other WSPU members disrupted a 
‘liberal party’ in Manchester a party attended by the liberal 
government. 
-They asked a question to the audience ‘If the government 
system is returned to liberal system will the government give 
votes or strategic position to women in the government? 
-Emmeline Pankhurst was born in 
Manchester in 1858 to Robert Goulden a 
successful businessman and Sophia Crane 
-The organization (WSPU) began their 
movements with peaceful protests 
-The motto of the WSPU was ‘deeds not 
words’ the question was not answered until 
those women were summarily ejected by the 
police 
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The reading process is described as follows: 
 
Table 5.26.1 Analysis of High Recall: Ananda (U3.HR1n11.T1) Reading Process: 
Assimilation 
 
Text Recall 
-Although the suffrage movement had been active for at 
least 30 years, it was her founding of Women Social and 
Political Union in 1903 that really fired the public 
imagination and made ‘vote for women’ the subject of 
the day 
-Convinced that such method would not bring the 
desired result, Christable and Emmeline decided that a 
more militant approach was needed to force the 
government to take notice of their demand 
-They established an organization to protect their 
activities in the fight for women suffrage. The 
organization was called WSPU or The Union, 
foundedin 1903.The movement encouraged 
public and support so as to produce a jargon 
‘vote forwomen’ 
-Christable and Emmeline preferred to use a 
militant approach or protests because they 
thought such method would not bring the desired 
result 
 
In the first instance, the reader made attempts to go beyond individual elements of the 
text to look at the general context of the text at a propositional level. In doing so, the 
reader was able to attend to the syntactical difficulty arising from the rhetorical structure 
of ‘it was her founding’which is not common in Bahasa Indonesia. The other difficulty 
might have stemmed from the phrase ‘fired the public imagination’ in which the verb 
‘fire’ was not commonly used in the sense of ‘encourage’. 
However, the top-down processing helped her to attend to the problem successfully by 
paraphrasing as in ‘they established’ or ’founded in 1903’ and ‘the movement 
encouraged public and support’. The same top down processing worked with the 
second excerpt inwhich deficiency in text-based knowledge was reconciled through 
such strategies as paraphrasing and summarizing. For example, the phrase ‘decided that 
a more militant approach was needed’ was paraphrased into ‘preferred to use a militant 
approach’. In all of these instances, the reader showed a tendency to apply the top down 
model of reading comprehension. 
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Table 5.26.2 Analysis of High Recall: Ananda (U3.HR1n11.T1) Reading Process: 
Propositional/Fragmented Associations: 
 
Text Recall 
none -‘Vote for women’ was a jargon to support the existence of women in the parliament or 
government. 
-They wanted the government to respond and followed up their protest about women 
suffrage 
-If the government system is returned to liberal system 
-or strategic position 
-and faced with prohibition in organization 
 
Despite the high number of major and minor ideas represented in the recall, the number 
of extra textual elements was equally high in the recall. It cannot be fully understood 
how these fragmented phrases and overextended inferences came to surface. For 
example, in the first excerpt, the reader might have been cued by the phrase ‘fired  
public imagination’ or ‘subject of the day’. Similarly, in the other excerpts, the reader 
might have been cued by different words and phrases such as ‘demand’ in ‘they wanted 
the government to respond and followed up their protest about women suffrage’,‘the 
liberal government’ in ‘if the government system is returned to liberal system’ and lastly 
‘charged with obstruction’ in ‘and faced with prohibition in organization’. 
One possible explanation might be attributed to her lack of background knowledge 
which made it difficult for her to apply guessing from context strategy. In addition, 
there was also a tendency of adding extra information which resulted in redundancy. 
This might have been caused by the reader’s being meticulous about individual 
meanings of a word or phrase. In all these instances, there were strong indications that 
the reader tended to get stuck with individual words instead and failed to look at the 
main idea of a stretch of words, thus indicating more bottom-up processing. 
 
Interview with the student 
 
The interview with Ananda revealed that she was an enthusiastic and highly committed 
learner of English who had put a lot of effort into developing her skills in English. Her 
early interest in English was marked by a short intensive English course during her 
secondary school years and taking TOEIC simulation during her study at high school. 
Her method of learning consisted of common practices such as listening to English 
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songs and watching movies with English subtitles and occasional reading of the online 
version of The Jakarta Post. Her reading engagement was particularly high, judging 
from her saying that she had a collection of 40 novels, most of which were in the 
Indonesian language simply because novels written in English are imported and so 
expensive that she could not afford them as she suggested “I like reading Indonesian 
novels. I have read a lot … about 40. I actually want to read English novels but it’s 
difficult to get and very expensive here”. She also pointed out that when she was in full 
and positive mood, she could finish one novel a day, which suggested that her reading 
speed was incredibly high. In addition, when asked about her preference with regard to 
reading English or Indonesian text, she said that she was keen on both of them. 
On a rather negative note, she seemed reluctant to make use of the learning resources on 
campus. In her opinion, the collection at the library was mostly outdated and nor was an 
online journal available. Therefore, her visit to the library often came to no avail which 
made her disappointed. She also said that she often resorted to the internet outside 
campus to obtain learning materials. She did not find her learning environment 
significantly contributing to the development of her communication skills in English as 
the only time she was exposed to English was in the classroom. She talked highly of the 
opportunity to speak with native speakers because it was more culturally challenging, 
exciting and linguistically enriching. “My wish is to speak with native speaker 
everyday”, she said. 
As for reading class, she said that she was very enthusiastic about it and always got 
grade B for reading class. However, she acknowledged that she occasionally had 
difficulty identifying the main idea of a text. She considered the reading materials from 
semester 1 to Semester  4 as easy to understand. In semester 1, the reading class used 
only one book over the semester, whereas in semester 3, the students were asked to read 
simplified novels with less than 50 pages. During semester 4, the prescribed reading 
consisted of more advanced novels with more than 100 pages. The students were 
assigned to summarize the novel and present it to the class. However, she resented that 
after such a presentation, there was no further comment from the lecturer. “Feel like no 
appreciation for our work... whereas we want to know”, she said. In response to the 
recall test, she thought it was more challenging than the reading materials. She could 
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understand it well although there were some unfamiliar words. 
Summary 
Ananda has shown a strong grasp of the text as evidenced from her considerably high 
number of successful recalls. Her performance on the other tests was also equally 
excellent, in particular her score on the Grammar Sensitivity test, which might have 
contributed significantly during her reading comprehension process. Interestingly, her 
recall was characterized not only by a high level of representation of both major and 
minor ideas, but also a relatively higher number of overextended phrases and isolated 
words. It could be argued that this might have been caused by a number of factors, 
particularly her lack of knowledge about the topic. On top of it, however, the quality of 
her recall strongly suggested a successful exercise of both top-down and bottom-up 
processing. Her recall was well constructed to maintain its strong coherence. Her 
relative ease in handling the recall test might have been the outcome of her strong 
reading habits and learning commitment as shown during the interview. 
5.6 Yasmin (U3.HR2 n15 T2) 
The recall 
Yasmin scored 81 per cent in a successful recall. The analysis of her recall documented 
the emergence of different error types of recall as follows: 4 cases of omission, 5 cases 
of addition, 9 cases of replacement, 1 case of mixing, and 4 cases of switching. Her 
performance on the different tests was as follows: 73 on the Grammar Sensitivity test, 
46 on the Burt Word Recognition test, and 7.1 on Reading Age. 
 
Omission 
 
As can be seen from Table 5.27, there were four cases of omission-type errors found in 
Yasmin’s recall. Lack of rhetorical knowledge, syntactical difficulty, lack of 
comprehension monitoring and vocabulary difficulty were found to have possibly 
triggered the omission of different components in the PUs. For example, the omission of 
the verb ‘remembered’ in PU12 might have resulted from the reader’s lack of 
knowledge about apassive structure. It became more difficult when the personal 
pronoun ‘she’ took the position of a subject while assuming the role of an object in 
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terms of relationalmeaning. 
 
Table 5.27 Analysis of high Recall: Yasmin (U3.HR2 n15T2) Omission 
 
Unit no Pausal Unit Recall Possible sources of errors 
7 who was also a committed socialist and also a committed socialist Lack of rhetorical knowledge 
12 She is remembered she is… Syntactical difficulty 
33 that a more (militant approach) a (militant approach) Lack of comprehension monitoring 
57 summarily ejected ejected Vocabulary difficulty 
Addition 
 
Most of the addition–type errors in Yasmin’s recall might have resulted from her 
cognitive style which paid too much  attention to details as can be seen in the recall of 
PU 5, 8, and 20, whereas in PUs 21 and 49, the errors were most probably triggered by 
her difficulty in understanding the syntactical structure. For example, the emphatic 
structure ‘It was the founding of the Women Social and Political Union in 1903’might 
have caused so much distraction that the reader recalled it as ‘it was in 1993’. 
 
Table 5.28 Analysis of High Recall: Yasmin (U3.HR2 n15T2) Addition 
 
 
Unit no Pausal Unit Recall Possible sources of error 
5 to Robert Goulden to a father Robert Goulden Other factors 
8 and Sophia Crane a mother named Sophia Crane Other factors 
20 WSPU or The Union the WSPU organization Other factors 
21 (It was…) in 1903 it was in 1903 Syntactical difficulty 
49 in Manchester by asking in Manchester they entered by asking Syntactical difficulty 
Replacement 
 
Vocabulary difficulty was found to have possibly accounted for most of the 
replacement-type errors in Yasmin’s recall. She generally had difficulty in 
understanding the meaning of a component within a PU. For example, in PU9, she 
might have been unfamiliar with the word ‘ardent’ and so replaced it with ‘activist’. 
The same is true with such words as ‘fired’, in PU22 or a phrase ‘public imagination’ in 
PU23.Similarly, the word ‘convinced’ in PU29 might have been unfamiliar to the reader 
who then replaced it with ‘knowing’. In PU27, the word ‘peaceful’ should have been 
familiar. However, it was also very likely that she failed to apply the monitoring 
strategy to check the accuracy of the meaning. 
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Table 5.29 Analysis of High Recall: Yasmin (U3.HR2 n15T2) Replacement 
 
Unit no Pausal Unit Recall Possible sources of errors 
9 .an ardent feminist A women activist Vocabulary difficulty 
22 That really fired had seized Vocabulary difficulty 
23 the public imagination public attention Vocabulary difficulty 
24 and made ‘vote for women’ (the 
subject of the day 
and used ‘vote for women’(as 
a slogan) 
Syntacticaldifficulty 
27 with peaceful protest with silent protest Lack of comprehension 
monitoring 
29 convinced that such method knowing that the method Vocabulary difficulty 
32 Christable and Emmeline 
decided 
Christable and Emmeline 
thought 
Vocabulary difficulty 
70 her pioneering (action) her brave (action)  
 
Mixing 
There was only one case of mixing found - it involved a mixing of a component in the 
form of a relative pronoun ‘who’ in ‘who was also a committed socialist’ with the 
preceding noun phrases ‘a successful businessman’. Such switching might have been 
prompted by her getting distracted by the rhetorical structure of the text. 
 
Table 5.30 Analysis of High Recall: Yasmin (U3.HR2 n15T2) Mixing 
 
 
Unit no Pausal Unit Recall Possible sources of error 
 
7 
(a successful businessman) who was also a 
committed socialist 
who was a successful 
businessman 
Lack of knowledge of 
rhetorical structure 
 
Switching 
As previously discussed, switching type errors were most likely to be caused by her 
failure to see the relational meaning underlying a syntactical structure. In PUs 36 and 
62, the original emphasis had been switched as she attempted to simplify the syntactical 
structure. In the first instance, the emphasis given to the subject ‘militant approach’ in a 
passive structure was consequently removed in an active structure ‘they had to do a 
militant  approach’. Likewise, in PU62, the modifying clause had been switched to a 
full main verb. 
177 
 
 
Table 5.31 Analysis of High Recall: Yasmin (U3.HR2 n15T2) Switching 
 
Unit No Pausal Unit Recall Possible sources of errors 
36 (decided that a more militant) 
…was needed 
that they had to do (a militant 
approach) 
Lack of rhetorical knowledge, L1 interference, 
syntactical difficulty 
40 The motto of the WSPU was WSP had a motto Syntactical difficulty 
62 ordering them to they ordered them to Syntactical difficulty, lack of rhetorical 
knowledge 
 
Reading Process 
The analysis of Yasmin’s recall showed a high representation of both major and 
minorideas. They are presented in the table below: 
Table 5.32 Analysis of High Recall: Yasmin (U3.HR2 n15T2) Reading Process 
Major ideas  Minor ideas  
-Together with her daughters, she is one of the major figures in the fight 
for women suffrage.  
-although the suffrage movement had been active since 30 years, it was in 
1903. 
-However, knowing that the method  would not bring the desired result,  
ChrisTable and Emmeline thought  that they had to do a militant approach 
than before.  
They looked for ways how to force the government to take notice of their 
demand 
-On 13 October 1905, the day before a General Election, ChrisTable and 
another WSPU member disrupted a a Liberal Party meeting in 
Manchester, they entered by asking “ Will the liberal government if 
returned, give votes to women? “   
-Emmeline offered to pay the fines, but ChrisTable refused, preferring to 
go to prison. Her brave action made the public aware of their movement  
-Emmeline Pankhurst was born in 
Manchester in 1858 to a father, Robert 
Goulden who was a successful  
businessman and also a committed 
socialist and a mother named Sophia 
Crane, a women activist 
-the WSPU organization had seized 
public attention and used ‘vote for 
women’ as the slogan. 
-The small groups began with silent 
protests 
-WSPU had a motto ‘deeds, not words’ 
-The question was not answered so it 
was repeated 
-they ordered them to pay a fine or 
face imprisonment 
 
The analysis of the reading process is described below. 
Table 5.32.1Analysis of high Recall: Yasmin (U3.HR2. n15.T2) ReadingProcess: 
Assimilation 
Text  Recall  
Together with her daughters, Sylvia and ChrisTable, 
she is remembered as one of the major figures in the 
fight for women suffrage  
Together with her daughters, she is one of the major figures 
in the fight for women suffrage 
However, convinced that such method would not 
bring the desired result, ChrisTable and Emmeline 
decided that a more militant approach was needed to 
force the government to take notice of their demand  
However, knowing that the method would not bring the 
desired result, Christable and Emmeline thought that they 
had to do a militant approach than before. They looked for 
ways how to force the government to take notice of their 
demand 
Her pioneering action brought a good deal of 
publicity to the movement, encouraging more women 
to join the rank  
Her brave action made the public aware of their movement 
 
In the first instance, she showed an attempt to construct text comprehension by focusing 
on the meaning at a propositional level. Passive voice is generally problematic for most 
Indonesian learners so it is very likely that she had difficulty understanding the 
syntactical structure underlying the phrase ‘she is remembered’. In response to this, the 
reader seems to have put the focus on the general idea of the sentence and chose not to 
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be distracted by such syntactical difficulty. At the same time, it can also be argued that 
the omission of such a phrase from the recall might suggest the reader’s failure to use 
top-down processing such as guessing the meaning of a word from the context. 
The second excerpt also shows how the reader applied top-down processing such as 
paraphrasing. For example, the replacement of the word ‘convinced’ with ‘knowing’ 
might have resulted from the reader’s successful attempt to guess the word based on the 
relational meaning at a propositional level. The same might have also occurred to the 
switching from ‘decided that a more militant approach was needed’ to ‘they thought 
that they had to do a militant approach’ 
Table 5.32.2 Analysis of High Recall (U3.HR2.n15.T2) Reading Process: 
Proportional Fragemented Association 
 
Text Recall 
None -Emmeline became well-known 
-than before. They looked for ways how 
-They were taken custody 
There were not many fragmented phrases or overextended inferences found in therecall. 
The fragmented phrases shown in the table may have been generally triggered by her 
response to an unfamiliar word or phrase in the text. For example, the phrase ’Emmeline 
became well-known ‘does not match with a particular proposition in the text. Its 
emergence might have been cued by the unfamiliar phrase ‘militant campaigners’, 
which was replaced by ‘Emmeline’. A similar reading process might be true with the 
fragmented phrase ’they were taken custody’ which might have been cued by the phrase   
‘charged with obstruction’ in the text. 
 
Interview with the student] 
 
Throughout the interview, Yasmin kept projecting the image as an avid, independent 
reader who started to read at an early age when her mother gave her a story book as a 
birthday present. From there, her reading interest blossomed as she continued devouring 
Japanese cartoons in English and Disneyland movies. She maintained that she would 
rather spend her spare time reading novels both in English and Indonesian as she 
basically did not like hanging out, “I prefer to stay in and read novels than going out’”, 
as she put it. In her opinion, reading could take her mind to anywhere she wanted to go 
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and to different realities of life, thus not only allowing her to understand different 
perspectives but also giving her true refreshment. When asked about other kinds of 
activities to help her improve her English, she said that she preferred to go online to find 
any stories or articles which suited her interest. She explained further “I often search in 
google. Just type ‘funny short story’, there appear many funny stories though I 
sometimes don’t understand because sometimes it is related to culture”. She also said 
that by now she had quite a lot of comics and movies all in English which she 
occasionally read or watched again because it could brush up her knowledge of 
vocabulary, grammar and listening skill. 
In response to the learning environment on campus, she said that it was quite helpful in 
terms of her speaking skills development as she tried to commit herself to speaking 
English outside class with her friends although some of them would respond in 
Indonesian. However, her reaction slightly changed when talking about the learning 
resources and reading class. Apart from the easy access to the internet connection, she 
thought the books at the library were not as interesting as she expected. Once she could 
not find a recently published book that she badly needed for her assignment, which 
made her so disappointed that she decided to buy it herself through an online book 
store. 
Similarly, she thought the reading class had been dull with her reading lecturer giving 
similar activities throughout the semester and occasionally turning up very late without 
any prior notice. She could not understand why there was only one course book in her 
reading class. It could have been more interesting if the materials were more varied. She 
also lamented at the teaching commitment of her lecturer which she considered as 
lacking because of her lecturer’s high absenteeism. On a positive note, she enjoyed a 
particular assignment in which she had to read some novels and summarize the story. 
She thought she could benefit a lot from this kind of assignment because apart from 
doing it for her assignment, she could indulge in reading as a hobby. However, she 
particularly did not like the way her reading lecturer gave feedback to her work. Once 
she received from her reading lecturer feedback which she thought was seriously 
lacking because she found some mistakes. 
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Summary 
Yasmin’s strong reading passion and engagement might all speak for her very good 
comprehension of the recall text as evidenced from both the high percentage of 
successful recall and the high number of both major and minor ideas represented in her 
recall. Her recall reflects a successful exercise of different reading strategies which she 
integrated with her text-based knowledge and background knowledge to produce a well- 
organized, coherent text. The small number of extratextual elements also suggested she 
managed to keep track of the general meaning of the text. Similarly, Yasmin’s 
performance on the other tests were fairly high, in particular her grammar test score. 
The interview with Yasmin revealed she had a positive outlook on the learning 
environment especially in the context of her speaking skill development. With regard to 
learning resources and reading class, however, her perception tended to be rather 
negative, having to put up with the monotonous reading materials and lack of discipline 
and teaching commitment on the part of her reading lecturer. 
 
5.7.   High Recall Summary 
 
This section presents a summary of high recalls analysis, highlighting the general 
patterns of distribution of the types and sources of errors across the six high recalls as 
well as the relationship between the number of recalls with the other test scores such as 
the Grammar sensitivity test, Burt Word Recognition test, and Reading Age. 
Table 5.33 shows both the individual number of errors in each recall and the aggregate 
number of errors across the six high recalls. It was immediately apparent that the 
distribution of the types of errors followed a similar pattern in which in each individual 
recall, the number of replacement-type errors ranked the highest among the other error 
types. An exception was Susi’s recall (U1.HR2n7.T2) where the number of omission- 
type errors slightly exceeded that of the replacement-type errors. Similarly, it can also 
be seen that the replacement-type errors accounted for the highest percentage of the 
total errors, which was recorded at 40 %, whereas mixing-type errors made up the 
lowest percentage of the total number of errors in the four high recalls, being recorded 
at 1,5 %. This suggests that replacing a word with another word of a similar meaning 
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was the most frequent cognitive strategy employed by the participants. 
Table 5.33 Types and number of errors across the six high recalls 
 
 Types of Error 
Recall OM AD RP MX SW 
Intan 8 2 18 0 8 
Susi 8 2 6 1 1 
Marlina 6 5 8 0 5 
Amelia 6 4 11 0 6 
Amanda 4 4 7 0 4 
Yasmin 4 5 9 1 4 
Total 36 22 59 2 28 
Percentage 24,5 15 40 1,5 19 
In terms of possible sources of errors, the data showed that syntactical difficulty and 
vocabulary difficulty were the two most frequent sources of errors. As can be seen from 
Table 5.34 Syntactical Difficulty (SD) accounted for the highest percentage of the total 
sources of errors, recorded at 28.4 %. The second highest source of errors was 
Vocabulary Difficulty (VD) which was recorded at 21.4 % whereas Lack of Previous 
Knowledge (LPK) made the least contribution to the emergence of errors, making up 
only 4.4 % of the variance. Both Lack of Comprehension Monitoring (LCM) and Lack 
of Knowledge of Rhetorical Structure (LRS) occupied the middle range with the 
number of occurrences recorded respectively at 12.5% and 10.7%. 
Table 5.34 Total Sources of Errors in Six High Recalls 
 
Recalls Sources of errors 
VD SD LRS LPK M LCM L1 OF 
Intan 9 10 3 2 5 2 3 2 
Susi 5 4 2 - 1 4 1 1 
Marlina 6 8 - 2 1 3 2 4 
Amelia 6 11 5 1 6 5 - 1 
Ananda 2 5 3 2 1 4 1 3 
Yasmin 6 7 4 - - 2 1 3 
Total 34 45 17 7 14 20 8 14 
Percentage 21.4 28.3 10.7 4.4 8.8 12.5 5.1 8.8 
182 
 
 
A similar pattern of distribution of sources of error can also be found when we look at 
the source of errors for each type of individual error. Both Syntactical Difficulty (SD) 
and Vocabulary Difficulty (VD) remained the dominant factors contributing to the 
emergence of errors. For example, across the six high recalls, the emergence of 
Omission-type error (OM) was mostly caused by Vocabulary Difficulty (VD) with as 
many as 13 occurrences, followed by Lack of Comprehension Monitoring (LCM) with 
10 occurrences, and Syntactical Difficulty (SD) with 8 occurrences. 
Vocabulary Difficulty (VD) also accounted for the most emergences of Replacement- 
type errors (RP) with 20 occurrences whereas Syntactical Difficulty (SD) ranked second 
with 11 occurrences. The remaining sources of errors, Lack of Comprehension 
Monitoring (LCM) and Memory (M), contributed almost equally to the emergence of 
Replacement error at 9 and 7 occurrences. In both cases, Vocabulary Difficulty (VD) 
was the highest source of errors among the other sourcesof errors. Similarly, Syntactical 
Difficulty (SD) was the major source for the emergence of Switching-type errors (SW), 
with its occurrence recorded at 20, followed by Lack of Knowledge of Rhetorical 
Structure (LRS) at 9 and L1 Interference (L1) at 4. 
The above figures suggest that in general, the reader had difficulty understanding 
complex sentence patterns and subsequently resorted to Switching (SW) and 
Replacement (RP) as the most frequent cognitive strategy to overcome such difficulty. 
The reader also had difficulty coping with unfamiliar vocabulary, resulting in the high 
number of Omission-type errors and Replacement-type errors. 
Table 5.35 Total sources of errors as per type of errors across the six high recalls 
 
Types of 
Errors 
Sources of Errors 
VD SD LRS LPK M LCM L1 OF 
OM 13 8 0 4 6 10 0 0 
AD 1 6 2 0 0 1 0 14 
RP 20 11 4 3 7 9 4 0 
MX 0 0 2 0 0 0 0 0 
SW 0 20 9 0 1 0 4 0 
Total 34 45 17 7 14 20 8 14 
Percentage 21.4 28.3 10.7 4.4 8.8 12.5 5.1 8.8 
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In view of the correlation between recall performance and the other test results, the 
analysis showed that there was a significant correlation across the different test results 
although some inconsistency was also found. As can be seen from table 5.36, the 
average scores on GST, BWRT and RA were significantly high and therefore these 
scores corresponded positively with the high recall groups in this study. 
 
Table 5.36 Summary of High Recall Percentage, GST, BWRT, RA 
 
 
 Recall % GST BWRT RA 
Intan 66 80 72 10.4 
Susie 64 70 47 8,0 
Marlina 62 77 50 8.0 
Amelia 65 50 43 7.8 
Ananda 74 80 42 7.7 
Yasmin 81 73 46 7.1 
Average 68.66 71.66 50 8.16 
 
However, there is some variation in the individual correlation of the different test scores 
with the number of recalls. While all of the participants in this group produced a high 
number of recalls, some with higher GST, BWRT, and RA scores produced a lower 
number of recalls than those with lower GST, BWRT, and RA scores. For example, 
Intan scored 80 on the GST and produced 66 % recall whereas Yasmin scored 73 on the 
GST but nevertheless produced 81 % recalls. The same is true with the Reading Age 
scores. Both Ananda and Yasmin scored lower on the Reading Age compared to Intan, 
Susi and Marlina. Nevertheless, Ananda and Yasmin produced a higher number of 
recalls than Intan, Susi and Marlina. This issue will be elaborated further in Chapter 8 
Discussion. 
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CHAPTER VI 
CASE STUDY 
ANALYSIS OF SIX STUDENTS WITH LOW RECALL 
 
 
This chapter aims to elaborate on the recall performance of the other six students with 
low recall in the case studies. As previously discussed in Chapter 3 Methodology, in  
this research, low recalls were defined as those which had less than 50 percent in 
successful recall The analysis begins by looking at each of the six low recalls in terms 
of the types of errors and possible sources of error. Next, it focuses on the analysis of 
the low recalls with a view to identifying the kind of reading process possibly 
underlying the production of the low recalls and the extent to which major and minor 
ideas were represented in the recall as an indicator of recall quality. The third section 
presents the result of the interviews with the student to look for possible correlations 
between the students’ performance and the broader socio-cultural context of their 
learning. The last section presents the summary of each analysis of the student’s low 
recall. 
It is important to note that during the process of selecting low recall students for the 
case study, three participants with lowest recalls were finally excluded for analysis 
because they could not be interviewed. The first participant, Ririn with 25% successful 
recall, withdrew from the research soon after she completed the recall protocol test. The 
second participant, Siti with 36 % successful recall had gone back to her distant home 
village in Jambi Sumatra and the researcher could not get hold of her through her 
mobile number. The third participant, Milvie with 25% successful recall was seriously 
sick, as told by her close friend, and unable to come for an interview with the 
researcher. Given the pressure of time, the researcher decided to use three other 
participants with higher number of recalls but which could still be grouped under low 
recalls. 
6.1 Naning (U1.LR1 n24.T1) 
The Recall 
Naning scored only 30 per cent in her recall. Its analysis identified a pattern of different 
types of errors as follows: 7 cases of omission, zero additions, 3 cases of replacement, 
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zero mixing, and 1 case of switching. Her performance on the other tests produced the 
following results: 50 on the Grammar Sensitivity test, 44 on the Burt Word Recognition 
test, and 7.9 on Reading Age. 
 
Omission 
 
The analysis of Naning’s recall documented seven occurrences of omission-type errors. 
As can be seen from Table 6.1, memory, syntactical difficulty, lack of comprehension 
monitoring and vocabulary difficulty may have contributed to the errors of this type. 
PU5 might present a problem in terms of working memory. She might have had a lapse 
in memory during the process of recalling, resulting in the incomplete recall. In PU 12 
and 49, the syntactical structure required her to understand the passive voice and a 
clause. The sentence ‘she is remembered’ is particularly difficult as it does not only 
place ‘she’ as the subject but also assumes the role of an object in a subject-object 
relational meaning. She might have found it difficult to understand. Syntactical 
difficulty might also have accounted for the omission of the prepositional phrase ‘in 
Manchester’ as it was followed by the clause starting with ‘by’. The clause, along with 
the long stretch of words where the pausal unit was located, might have caused 
distraction to her. The omissions in PU 48 and 57 was most probably caused by her 
being unfamiliar with the word ‘disrupted’ and ‘summarily’ whereas in PU46, the 
omission was more likely to have been caused by her failure to evaluate her 
understanding of the complete meaning of the PU. 
 
Table 6.1 Analysis of Low Recall: Naning (U1.LR1 n24.T1) Omission 
 
 
Unit No Pausal Units Recall Variation Possible source of errors 
5 (born) to Robert Goulden to Robert Memory 
12 she is remembered as one of she is one of Syntactical difficulty 
14 in the fight for women suffrage for women suffrage Syntactical difficulty 
46 
the day before a general 
Election 
there was a general 
election 
Lack of comprehension 
monitoring 
48 
disrupted a liberal party 
meeting came to the meeting Vocabulary difficulty 
49 in Manchester by asking there was a question Syntactical difficulty 
57 summarily ejected Ejected Vocabulary difficulty 
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Replacement 
The analysis of her recall documented three cases of replacement. In PUs 13 and 48, the 
problem might have stemmed from the word ‘major’ and ‘disrupted’ which she might 
have been unfamiliar with. As a result, these two words were respectively replaced by 
‘founding’ and ‘came’. In PU49, the phrase ’in Manchester by asking’ were completely 
replaced by ‘there was a question’. The replacement might have been caused by her 
being unfamiliar with the clause starting with ‘by’ as well as the long stretch of words 
preceding the pausal unit in question. 
Table 6.1 Analysis of Low Recall:Naning (U1.LR1 n24.T1)Omission 
 
Unit No Pausal Units Recall Variation Possible source of errors 
5 (born) to Robert Goulden to Robert Memory 
12 she is remembered as one of she is one of Syntactical difficulty 
14 in the fight for women suffrage for women suffrage Syntactical difficulty 
46 the day before a general Election there was a general election Lack of comprehension monitoring 
48 disrupted a liberal party meeting came to the meeting Vocabulary difficulty 
49 in Manchester by asking there was a question Syntactical difficulty 
57 summarily ejected Ejected Vocabulary difficulty 
 
Switching 
 
The analysis of her recall revealed only one case of switching. As shown from Table 
6.3, there was a switching of syntactical structure from a phrase to a full sentence ‘there 
was a General Election’. The most plausible explanation for such an error would be her 
lack of monitoring strategy since in terms of vocabulary, syntax and rhetorical structure, 
the pausal unit should have posed no difficulty to the reader. 
 
Table 6.3 Analysis of Low Recall: Naning (U1.LR1 n24.T1) Switching 
 
Unit No Pausal Units Recall Variation Possible Sources of errors 
46 the day before a General 
Election 
there was a General 
Election 
Lack of comprehension 
monitoring 
 
Reading Process 
 
The analysis of Naning’s recall indicated that she was struggling with the text both at a 
sentence, paragraph and discourse level. For example, most of her successful recalls 
were produced at the phrasal levels, suggesting her inability to grasp the meaning 
underlying a longer stretch of words in the form of a sentence or even a paragraph. In 
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addition, there was a sizable number of unsuccessful recalls which simply suggested her 
being confused and disoriented so that it was nearly impossible to discern what kind of 
reading strategies she was applying. 
The analysis of her recall showed a minimum representation of major ideas although 
there were some more minor ideas found. They can be seen in the following table: 
 
Table 6.4 Analysis of Low Recall: Naning (U1.LR1 n24.T1) ReadingProcess 
 
 
Major ideas Sub-topic /minor ideas 
She is one of the founding figures in women 
suffrage 
-Emmeline Pankhurst was born in 1858 to Robert 
-The small group began with peaceful protest 
-Emmeline offered to pay the fines but ChrisTable 
refused 
 
The analysis of the reading process was presented below: 
 
Table 6.5 Analysis of Low Recall: Naning (U1.LR1 n24.T1) Reading 
Process:Assimilation 
Text Recall 
She is remembered as one of the founding figures in the 
fight for women suffrage 
She is one of the founding figures in 
women suffrage 
 
The excerpt indicates that she might have had difficulty understanding the passive 
structure ‘she is remembered’ and the phrase ‘in the fight for’, resulting in the 
emergence of omission type-errors. However, she seems to have focused on the main 
idea of the proposition and left out unexpected words and phrases. The recall reflected 
her ability to reconcile and assimilate the discrepancies by summarizing the idea despite 
the syntactical difficulty, thus indicating her use of top-down processing. 
 
Table 6.6 Analysis of Low Recall: Naning (U1.LR1 n24.T1) Reading Process: 
Propositional/Fragmented Associations 
Text Recall 
 
None 
-Together with her friends, she tried to give direction to what should 
be done by the women activist today 
-However, it would not give the method to make the government 
bow. 
-Emmeline and her friends thought more than a million method was 
needed to deal with the government in the case of WSPS 
-And the final decision was no women would run as candidates for 
the liberal government 
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The analysis of the recall showed a high number of overextended inferences, and 
association of irrelevant personal knowledge. In the first excerpt, it was very difficult to 
describe the cognitive process underlying such recall except that it might just have been 
a form of text fabrication out of distraction and confusion due to the lack of text-based 
knowledge and background knowledge. In other words, it might have been caused by 
her unfamiliarity with most words and syntactical structures. As a result, she focused 
more on individual words and failed to understand the meaning of a proposition as a 
whole. The same reason might also have caused the other examples of 
propositional/fragmented association all of which strongly indicate the use of bottom-up 
processing. 
It was apparent that although her recall also showed the use of top down processing, 
most of them contained a high number of extra textual elements, suggesting her 
inability to grasp the meaning underlying a longer stretch of words in the form of a 
sentence or even a paragraph. In other words, her recall strongly indicated a lot more 
use of a bottom up model of processing. 
Interview with the student 
 
The interview with Naning suggested that she possessed a considerable level of interest 
in English as she pointed out in her saying “Since I was in elementary school I like 
English. Intially I watched animation movie like Lion King with Indonesian subtitles. I 
slowly became addicted”. However, her remarks were at times seemingly contradictory. 
For example, whilst claiming that she had seriously studied English since fifth grade, 
she also admitted that she had begun to lose focus on English during her time at high 
school. The reason was because there were four foreign languages which she had to 
learn as part of the academic course credits required by the curriculum. She 
acknowledged that she was interested more in German. In fact, she had opted for the 
German language to study at university but unfortunately, she failed the entrance test. 
Although she had never taken any English courses since her  entrance to university, she 
maintained that she actually had meant to study English more seriously by joining an 
English course. She felt that her English had improved ever since she studied at 
university. 
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With respect to reading engagement, she preferred to read English novels because she 
could expand her knowledge of vocabulary. In response to the question if she had 
difficulty reading an English novel, she said, “Yes, quite difficult. Many difficult words. 
I try to guess or look up in the dictionary but sometimes the meaning does not suit”. 
Despite all of her difficulties, she seemed to have nurtured a positive outlook on reading 
as reflected in her saying that she preferred reading English texts because it could 
improve and develop her competence in English.  
She further explained that when she decided to read novels, she did so on her own 
initiative, and not because it was assigned by her lecturers. She claimed that she had 
read six English novels. However, when she was asked to name one of the novels she 
had read, she could not remember any whatsoever, which raised some doubt as to 
whether her claim represented the truth. She added that during the 4th and 5th 
semesters, her reading engagement dramatically decreased as she rarely read novels and 
her reading activities were quite limited, only reading books recommended by her 
lecturers. On the average, she spent a maximum of three hours reading everyday outside 
her classes, a statement which was once again quite questionable. 
In terms of any learning methods that she wanted to try, she explained that she wanted 
to practice directly with native speakers because it would give her a completely 
different experience which was personally more exciting and inspiring; such experience 
would in turn provide her with a strong boost to constantly practice her English. She 
explained, “I once met a tourist at Prambanan Temple. I was nervous about initiating a 
conversation but when he responded I was so excited. It was a different kind of feeling”. 
When asked about the support she enjoyed from her learning environment at the 
campus, she said that it was minimal. She resented the fact that some of her lecturers 
frequently used Bahasa Indonesia in delivering lessons. Similarly, when she met them 
outside the class, they displayed the same tendency to speak Bahasa Indonesia instead 
of English.  
Her friends were never supportive, speaking English only during the class. On a positive 
note, however, there was an agreement made among the teaching staff and students to 
devote Monday and Wednesday to speaking only English and whoever was found 
speaking Indonesia would be sanctioned. Nonetheless, she also hinted that this kind of 
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English speaking day sometimes did not work as expected because she found some of 
her friends secretly speaking Indonesian She said “But only in the first few days. 
Gradually many were reluctant”. 
Regarding learning resources, sometimes she could not find the reading materials in the 
library. Instead, she occasionally resorted to the internet to search for articles and to 
help her do assignments. She admitted that she had taken the TOEFL test three times 
but her last TOEFL scores were lower than her previous ones. In all of the three TOEFL 
tests she had taken, her reading score was the lowest among the other two scores, 
listening and written expression. She acknowledged that her reading engagement was 
quite low and that was probably the reason why she still found it difficult to 
comprehend reading texts. One of her major problems in reading, as she put it, was her 
poor knowledge of vocabulary which she considered as the key to understanding a text, 
“if my vocab is a lot, I am sure I can understand. It is the main pre-requisite”, as she put 
it. Despite the fact that during her reading class in the previous semesters she had been 
both exposed to different genres of texts and was taught how to identify, analyze and 
develop a paragraph, she admitted that she still had difficulty applying such knowledge 
to reading. In her opinion, the recall protocol test was extremely difficult. Interestingly, 
apart from a few words with which she was not familiar, she thought the grammar in the 
recall protocol text was not very difficult. She attributed her difficulty more to the the 
fact that she simply found it hard to remember what she had just read. 
Summary 
Naning’s recall contained only a few successful recalls with very limited representation 
of the main ideas in the text. The majority of her recall consisted of pre-propositional 
and fragmented associations and text fabrications resulting in a high number of 
extratextual elements in the recall. This indicated that she had poor comprehension of 
the text.The interview with Naning revealed a number of conflicting statements, some 
suggesting that she was a highly self-motivated learner of English with quite strong 
reading engagement, while others showing her waning interest and engagement in 
reading over the semesters. This might be due to the fact that she was originally 
interested in German language instead of English. The interview also revealed her 
disappointment over the minimal support from her lecturers and friends as well as a lack 
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of learning resources available on campus. 
 
6.2 Nunung (U1.LR2 n19. T2) 
The Recall 
Nunung scored 41 per cent in her successful recall. The recall analysis identified 7 
omissions, 2 additions, 5 replacements, 1 mixing and 3 switchings. She scored 53 on the 
Grammar Sensitivity test, 46 on the Burt Word Recognition test, and 7.1 on Reading 
Age. 
 
Omission 
 
As many as seven cases of omission were found in her recall. In PUs 15, 40 and 48, the 
omission type errors possibly stemmed from the reader’s lack of familiarity with the 
topic of the text. However, in PU7, the omission might also be attributed to the 
unfamiliar word ‘suffrage’, whereas in PU40, the omission might also have been caused 
by a memory lapse.In PUs 49 and 69, the syntactical structure involving the sub-clause 
starting with ‘by’ and the attached clause of ‘preferring to…’ might have distracted her. 
Other examples can be seen from the following table. 
 
Table 6.7 Analysis of Low Recall: Nunung (U1.LR2 n19. T2) Omission 
 
 
Unit No Pausal Unit Recall Variation Possible sources of errors 
15 Although the suffrage 
movement 
although this movement Lack of previous knowledge, vocabulary 
difficulty 
17 for at least 30 years for 30 years Lack of comprehension monitoring 
40 the motto of the WSPU was the motto Memory, lack of previous knowledge 
48 disrupted a liberal party 
meeting 
disrupted a party 
meeting. 
Lack of previous knowledge 
49 In Manchester by asking She put forward a 
question 
Syntactical difficulty 
57 summarily ejected ejected Vocabulary difficulty 
69 ChrisTable refused, 
preferring 
ChrisTable preferred Syntactical difficulty 
 
Addition 
 
The analysis documented only two cases of addition type errors. The first was in pausal 
unit 40 where the phrase ‘that was delivered by them’ was added to the noun head ‘the 
motto’ whereas in PU58, the word ‘room’ has been added to the noun ‘meeting’. In both 
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cases, she seemed to have paid too much attention to details which resulted in 
unnecessary additions. 
 
Table 6.8 Analysis of Low Recall: Nunung (C1.LR2 n19. T2) Addition 
Unit no Pausal unit Recall Variation Possible sources of errors 
40 The motto of thw 
WSPU 
the motto that was delivered by them Other factors 
58 from the meeting from the meeting room Other factors 
 
Replacement 
There were as many as five occurrences of replacement type errors in her recall. In PUs 
6, 16 and 65, lack of comprehension might have accounted for the emergence of 
replacement-type errors. For example, Nunung might have taken for granted the 
familiar meanings of the adjectives ‘successful’, ‘active’ and ‘offered’, all of which 
were supposedly very common to Indonesian learners whereas in PU48, she might not 
have been familiar with the word ’disrupted’. 
 
Table 6.9 Analysis of Low Recall: Nunung (U1.LR2 n19. T2) Replacement 
 
Unit no Pausal Unit Recall Variation Possible Sources of errors 
6 a successful businessman a great businessman Lack of comprehension 
monitoring 
16 had been active had existed Lack of comprehension 
monitoring 
48 disrupted a liberal party 
meeting 
stop the meeting of the party Vocabulary difficulty 
65 Emmeline offered Emmeline preferred Lack of comprehension 
monitoring 
67 But Christable refused, On the other hand, Christable 
preferred 
Syntactical difficulty 
 
Mixing 
 
There was only one case of a mixing type error found in her recall. The recall ‘she was 
agreat business woman’ seems to have mixed up a component from two diffferent 
clauses ‘she was born in Manchester’ and ‘to Robert Goulden, a successful business 
man’. Lack of knowledge of rhetorical structure as well as syntactical difficulty along 
with failure to apply a monitoring strategy might have accounted for such mixing. 
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Table 6.10 Analysis of Low Recall: Nunung (U1.LR2 n19. T2) Mixing 
 
Unit No Pausal Unit Recall Variation Possible sources of errors 
6 a successful 
businessman 
she was a great 
business women 
Lack of rhetorical knowledge, syntactical 
difficulty, lack of comprehension monitoring 
 
Switching 
 
The analysis identified three cases of switching as shown in Table 6.11. In all of 
theinstances, Nunung made an attempt to modify the syntactical structure due to a 
number of reasons. The first one was the emphatic structure that is uncommon in 
Bahasa Indonesia, thus L1 interference. It was also probably caused by her failure to 
recognize that the ‘founding’ here was given emphasis. The second and third instances 
were similar in thesense that in both cases, there was a switching from a clause to a full 
sentence. Such switching might have been caused by her unfamiliarity with the 
syntactical structure. 
 
Table 6.11 Analysis of Low Recall: Nunung (U1.LR2 n19. T2) Switching 
 
 
Unit no Pausal Unit Recall Variation Possible sources of errors 
18 it was her founding WSPU was founded Lack of rhetorical knowledge, L1 
interference 
49 in Manchester by asking She put forward a question Syntactical structure 
67 ChrisTable refused, 
preferring 
ChrisTable preferred to go 
to prison 
Syntactical structure 
 
Reading process 
 
In general, the quality of Nunung’s recall strongly indicated that she was struggling to 
comprehend the text. The analysis revealed that although there was a quite high 
representation of major ideas in the text, it was mostly not fully represented as a 
complete idea at a propositional level. The number of major ideas and minor ideas are 
presented below: 
 
Table 6.12 Analysis of Low Recall: Nunung (U1.LR2 n19. T2) Reading process 
Main Ideas Minor Ideas 
Together with her two siblings, Sylvia and ChrisTable, they 
established a women ‘Women Suffrage’ 
Emmeline Pankhurst was born in 
Manchester in1858 
Although this movement had existed for 30 years, WSPU 
was founded in 1903 
The motto that was delivered to them 
was ‘deeds notwords’ 
On 13th October 1905, the day before a general election, 
ChrisTable and another WSPU member stopped the party 
meeting. She put forward a question 
Emmeline preferred to pay the fines. On 
the other hand, ChrisTable preferred to 
go to prison 
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The reading process can be described as follows: 
 
Table 6.12.1 Analysis of Low Recall: Nunung (U1.LR2 n19.T2) Reading Process: 
Assimilation 
Text Recall 
-Emmeline Pankhurst was born in Manchester in 1858 to 
Robert Goulden, a succesful businessman who was also a 
committed socialist 
-Emmeline Pankhurst was born in 
Manchester in 1858........ She was a 
great business woman and a social 
activist 
-Although the suffrage movement had been active for at 
least 30 years, it was her founding of the Women’s Social 
and Political Union (WSPU or The Union) in 1903 
-Although this movement had existed 
for30 years, WSPU was founded in 
1903. 
-On October 13th 1905, the day before a General election, 
ChrisTable and another WSPU member disrupted a Liberal 
party meeting in Manchester by asking ‘Will the Liberal 
Government, if returned, give votes to women?’. 
-On October 13th 1905, the day before 
a General election, ChrisTableand 
another WSPU member stopped the 
meeting party. 
-The question was not answered so it was repeated by the 
women who were summaruly ejected from the meeting by 
the police who charged them with obstruction 
-The incident made her ejected from the 
meeting room and received punishment 
from the police. 
 
In the first instance, there was an attempt by Nunung to summarize the idea underlying 
this very long stretch of words although it was not fully successful. Important notions 
such as ‘born to Robert Goulden’ were missing from the proposition. This might have 
been causedby her being unfamiliar with the syntactical structure ‘born...to’. In this 
case, she failed to construct accurate comprehension of the text because the discrepancy 
between text-based knowledge and knowledge-based information could not be 
reconciled although she grasped what the text said through a top-down processing. 
Similarly, in the second excerpt, comprehension at a propositional level was 
demonstrated. She attended more to the general idea of the whole sentence. As a result, 
deficiency in text-based knowledge was ignored and resolved. For example, the 
emphatic structure ‘it was her founding’ was paraphrased into ‘was founded’ which was 
simpler whilst still denotinga similar meaning. In the third instance, she applied 
guessing from the context as a global strategy to deal with the unfamiliar word 
‘disrupted’. The top-down processing enabled her to guess quite accurately the word 
‘disrupt’ as similar to ‘stop’. The last example was far more complicated as the text was 
very long consisting of two sub-clauses. In response to this, she showed an attempt to 
get the gist of the whole stretch of the words by paraphrasing and summarizing that is, 
top down processing. This attempt resulted in the emergence of errors such as omission 
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of ‘summarily’ and adding loose elaboration such as ‘received punishment from the 
police’. 
 
Table 6.12.2 Analysis of Low Recall: Nunung (U1.LR2 n19.T2) Reading Process: 
Propositional/Fragmented Associations 
Text Recall 
none -and a social activist 
-Together with her two siblings 
-She fought for the dignity and esteem of women. This made public society 
especially choose women. 
-Thus, Emmeline Christable took an action by approaching the government. 
-They explained the goal of WSPU 
-So that the ruling parties understood what was meant by ‘suffrage’ 
-that whether our government was said to be a free government but did not 
The recall shows a high number of extra-textual elements implying overextended 
inferences, as well as responses involving associative reactions to words or brief 
fragments. For example, Nunung might have responded to the unfamiliar phrase 
‘committed socialist’ by replacing it with ‘a socialist activist’ which had a different 
meaning. In the second instance the replacement of ‘daughters’ with ‘siblings’ might 
have been caused by her lack of comprehension monitoring. Such emergence of 
replacement type errors might have reflected the working of lower level processing 
where she focused on the individual word and failed to reconcile knowledge-based 
information with the more dominant notion of the text. The rest of the excerpts in Table 
6.12.2 showed overextended inferences and association of irrelevant personal 
knowledge. These inferences might have been cued by different words and information 
in the text as well as language-related deficiency which could not be reconciled. In all of 
these recalls, she was very likely to have made more use of bottom-up processing. 
Interview with the student 
The interview with Nunung revealed that she seemed to have an exceptionally high 
level of interest in English. She said that although she began to study English more 
seriously when she was in college, her interest in English dated back much earlier when 
she was in elementary school. In fact, she started to enroll for an English course when 
she was in her fifth grade and it lasted until she was in the 8th grade. She even made an 
extra effort to improve her speaking skills by joining an English village located in 
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Kediri, East Java for a month. She claimed that after one month she hadslightly 
improved her speaking skill, “In Kediri, I was trained to have the courage to speak and 
not to be afraid of making mistakes. I had more confidence and could speak more 
fluently although I still made mistakes”. 
Throughout the interview, she kept projecting a generally positive outlook on learning 
and reading engagement. As for her method of learning, she explained that when she 
was reading an English text, she simultaneously tried to translate word by word. She 
also maintained that she was quite keen on reading novels and had read many novels 
mostly in Indonesian because they were easier to understand. In her opinion, reading 
English novels was quite difficult because there were a lot of words which she did not 
know and she had to read over and over again to understand the story. Therefore, she 
said she had read only three English novels so far. She further explained that on average 
she engaged in reading for approximately two hours a day. In terms of learning 
environment, she had not been able to practice her speaking skills as much as she 
expected because her friends were more inclined to respond in Bahasa Indonesia. She 
said that she used the internet mostly for downloading some materials for her 
assignments as well as updating her facebook. She once took TOEFL but her test results 
were quite low and she considered the TOEFL reading section extremely difficult. 
Similarly, when asked about the reading protocol, she conceded that it was quite 
difficult because there were a lot of words she was not acquainted with. When she did 
not know a word, she would look up in the dictionary although, after she had discovered 
the meaning of the word, she occasionally could not understand the whole meaning of a 
text or paragraph. 
As far as her reading class was concerned, she said that her lecturer usually gave her an 
assignment in which she had to write a summary of a chapter from a book. She 
considered this kind of assignment as fairly interesting and beneficial as she could learn 
to write and enrich her vocabulary. However, she was disappointed with the absence of 
written comments from her lecturer which she demanded to have instead of a mere 
grade. 
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Summary 
Nunung’s recall strongly suggests that she had to struggle with reading comprehension 
at her best. There was a very low representation of both major and minor ideas in her 
recall, reflecting low quality recall as well as a wide comprehension gap. Nunung, 
however, seems to have maintained an incredibly high level of motivation and interest 
in learning and making progress as revealed through the interview. In particular, she 
seems to have nurtured a strong reading motivation and engagement although she found 
reading English text very difficult due to her lack of vocabulary and knowledge of 
grammar. This was also true with the recall test, which she thought quite difficult. 
Nunung’s perception of her reading class was positive although she did not like the way 
her reading lecturer marked herwork. 
6.3 Fitri (U2.LR 1n17.T1) 
The recall 
Fitri produced 22 per cent in successful recall. The analysis revealed 4 cases of 
omission, 3 cases of addition, 2 cases of replacement, 1 case of mixing and 2 cases of 
switching. She scored 47 on the Grammar Sensitivity test, 43 on the Word Recognition 
test and 7.8 on Reading Age. 
 
Omission 
 
The analysis of Fitri’s recall documented 4 cases of omission. It was found that lack of 
comprehension monitoring might have accounted for most of the omission type errors. 
In PUs 17, 48 and 74, she might have failed to apply a monitoring strategy on the 
complete idea of each PU, resulting in the omission of the component such as ’at least’, 
‘the day’ and ‘more’. The influence of memory may have come into play in PU1 
’Emmeline Pankhurst (was born)’ where the reader failed to recall the complete name. 
Table 6.13 Analysis of Low Recall:Fitri (U2.LR 1n17. T1)Omission 
 
Unit no Pausal Unit Recall Possible sources of errors 
1 Emmeline Pankhurst (was born) Emmeline (was born) Memory 
17 for at least 30 years also for 30 years Lack of comprhension monitoring 
46 the day before a General Election before a general selection Lack of comprehension monitoring 
74 encouraging more women encouraging women Lack of comprehension monitoring 
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Addition 
 
The analysis identified only three cases of addition. Fitri’s attention to detail was most 
likely to have triggered the addition-type errors. For example, in PUs 5 and 9 the 
addition of the word ‘father’ might have been caused by her over-preoccupation with 
details, resulting in unnecessary additions. The same explanation could be provided for 
PU10, where there was an addition of the word ’two’. 
 
Table 6.14 Analysis of Low Recall:Fitri (U2.LR 1n17. T1)Addition 
 
 
Unit No Pausal Unit Recall Possible sources of errors 
5 to Robert Goulden to a father, Robert Goulden Other factors 
9 and Sophia Crane and a mother Sophia Crane Other factors 
10 together with her daughters together with her two dauighters Other factors 
 
Replacement 
 
Lack of comprehension was possibly the sole factor which caused the emergence of two 
cases of replacement in her recall. For example, it would have been contentious to 
assume that the replacement of the verb ‘began’ with ‘held’ was due to vocabulary 
difficulty, lack of rhetorical knowledge or lack of comprehension monitoring since her 
recall reflected a strong comprehension of the meaning at a deeper structure. The most 
plausible explanation would be that she understood and was able to recall the whole 
idea but failed to check her comprehension. The seemingly simple syntactical structure 
underlying the sentence could somehow be problematic because the verb ‘began’ was 
more commonly followed by an object as ‘began a party’ or ‘the class begins at’. This 
might be the reason why she simplified it by using the word ‘held’, which was directly 
followed by an object. 
 
Table 6.15 Analysis of Low Recall:Fitri (U2.LR 1n17. T1)Replacement 
 
Unit no Pausal Unit Recall Possible sources of errors 
26-27 The small group began with 
peaceful protest 
they held peaceful 
protest 
Syntactical difficulty 
46 the day before a General Election before a general 
selection 
Lack of comprehension monitoring, 
syntactical difficulty 
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Switching 
 
The analysis of her recall was to identify two cases of switching type error. In the first 
instance, the phrase ‘in the fight for’ was switched to a full verb ‘fought’, whereas in the 
second instance, there was a switching from ‘began with (peaceful protest)’ to ‘with 
smallgroup’. In the first switching, she might have found the syntactical structure of‘in 
the fight of’ rather difficult and so switched it to a simple main verb. The second case 
might alsohave been triggered by syntactical difficulty underlying the phrase ‘began 
with’. Although the structure may seem simple, the verb ‘begin’ was normally followed 
directly by an object instead of the preposition ‘with’. This might have prompted her to 
change the verb with ’held’, which also resulted in the switching of the preposition 
‘with’. 
 
Table 6.16 Analysis of Low Recall: Fitri (U2.LR 1n17. T1) Switching 
 
Unit no Pausal Unit Recall Possible sources of 
errors 
14 .in the fight for women suffrage fought for women suffrage Syntactical difficulty 
26 the small group began with 
(peaceful protest) 
with small group, they held 
(peacfeful protests) 
Syntactical difficulty 
 
 
Reading Process 
The analysis of her recall strongly suggested that she was struggling to construct 
comprehension. The recall showed only a low representation of both major and minor 
ideas. They are presented in the table below: 
 
Table 6.17 Analysis of Low Recall: Fitri (U2.LR 1n17. T1) Reading Process 
 
Major Ideas Minor Ideas 
Together with her two daughters, ... 
they fought for women suffrage also 
for 30 years 
-Emmeline was born in March 1858 to a father Robert 
Goulden who was a successful businessman and a mother 
Sophia Crane 
 -With small groups, they held peaceful protests 
 
The reading process can be described as follows: 
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Table 6.17.1 Analysis of Low Recall: Fitri (U2.LR1n17.T1) Reading Process: 
Assimilation 
Text Recall 
-Emmeline Pankhurst was born in Manchester in 
1858 to Robert Goulden, a successful businessman 
who was also a committed socialist and Sophia 
Crane, an ardent feminist 
-Emmeline was born in March 1858 to a 
father Robert Goulden who was a successful 
businessman and a mother Sophia Crane. 
-Together with her daughters, Sylvia andChrisTable, 
Emmeline is remembered as one of the major figures 
in the fight forwomen 
-Together with her two daughters, they fought 
for women suffrage also for 30 years 
 
In the first excerpt, she showed attempts to summarize the long stretch of words by 
focusing on the general idea of the proposition although it was also apparent that the 
reader experienced syntactical difficulty resulting from the rhetorical structure involving 
the phrase ‘a successful businessman’ and a clause ‘who was also a committed 
socialist...’ Her use of top-down processing, however, was not fully successful. The 
omission of the word phrase ‘committed socialist’ and ‘ardent feminist’ might have 
been caused by her being unfamiliar with those words. Such omission also suggests that 
she failed to reconcile this deficient text-based knowledge with top-down strategy such 
as guessing from the context. She might have focused on the individual meaning of 
these words. In other words, this case provides an example of possible use of the 
interactive model in which the reader simultaneously moved from high level processing 
to lower level processing and vice versa. 
 
Table 6.17.2 Analysis of Low Recall: Fitri (U2.LR1n17.T1) Reading Process: 
Propositional/Fragmented Associations 
Text Recall 
 
None 
-member of social committee 
-they remembered the moment 
-she was in movement to convince politics 
-so that the woman suffrage was approved until now 
-Although their demand was not responded by the government, as a result they 
decided to make movement ‘dead’ 
-together with her daughters Sylvia and Cristable, they hoped their 
demand would be listened. 
 
As can be seen from Table 6.17.2, the high number of fragmented phrases and 
overextended inferences possibly reflect a big discrepancy between text-based 
knowledge and her background knowledge. It was likely that her knowledge of the text 
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could not be reconciled with her background knowledge and resulted in her focus on 
individual words instead of working towards the general idea at a propositional level. 
For example, the first excerpt might have been cued by the words ‘committed socialist’ 
which the reader was unable to decode because of failure to apply a global strategy such 
as guessing from the context. The second instance might have been cued by the 
syntactical difficulty ‘she isremembered’ which prompted the reader to make an 
association of irrelevant knowledge inthe form of ‘remember the moment’. These two 
excerpts basically represented all of theother examples shown in Table 12.7.2 which 
showed how she got stuck with words or phrases because she attempted to start from the 
bottom-up processing of individual words. 
 
Interview with the student 
 
The interview with Fitri exposed a general lack of interest and passion about learning 
English as well as a lack of reading engagement. Although she said she began to 
develop an interest in English when she was in the 8th grade and has ever since studied 
English more seriously, what followed during the interview revealed slightly 
contradictory elements about her genuine interest in English. For example, when asked 
about what she did in the past to improve her English, she said, “I never take any 
English courses or hire a private English teacher, because when I was in SMP and 
SMA, I had many extra-curricular activities”. Throughout the interview, she repeatedly 
said that she read or studied English only toward a school examination or when she had 
an assignment to submit. She once hired a private English tutor to teach her at home but 
again this choice was made because she had a school exam ahead. This implies that her 
motivation was far from being internally generated. 
In view of how she learns English, the interview further revealed her lack of 
determination. She said, Other than occasionally reading an English newspaper such as 
The Jakarta Post, watching films on TV seemed to be her most preferred method of 
gaining knowledge about English. However, it is questionable whether in both cases 
there was evidence of any genuine interest and seriousness in learning English. What is 
true, though, was her confession that she did not fancy reading and that she spent a lot 
more hours watching films on TV than reading books. 
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When she was reading The Jakarta Post, she said she stumbled over a large number of 
unknown words and sentence structures and immediately hinted that she needed 
someone to consult and guide her in such a reading task. This suggests her despair at 
reading and that she was to some extent a very dependent learner who could not cope 
with the challenges at hand. Similarly, she admitted that when she was watching films 
on TV, she focused more on the subtitles and could only grope for the meaning of a 
certain word or a stretch of utterance by referring to the subtitles. Even when she learnt 
something from the films, she would soon forget it, as she put it. Finally, when asked to 
what extent her methods of learning English had been efficient and effective, she 
admitted that she did not find them effective as she felt her knowledge of vocabulary 
and grammar had barely improved. 
Given her casual tone and lack of assurance in her responses to the questions during the 
interview, it inevitably left the impression that this reader had not really put a concerted 
effort into learning English. For example, when asked about the average hours she spent 
everyday studying English, her response was “Oh, I cannot say for sure. Usually when I 
have an assignment. If I don’t, I don’t study. So, I can’t say for the average 
hours”.Therefore, it was equally doubtful whether she watched the films on TV as a 
way of escaping and self-indulgence rather than a deliberately conscious effort to 
improve her knowledge and skills in English. Although this may be contentious, the fact 
that she was not keen on reading may prove otherwise. Her lack of interest in reading 
and learning English can also be seen from the fact that she used her mobile phone to 
look up the meaning of a word, which was all fine. However, using a mobile phone for 
such purposes is inadequate and only suggests her reluctant approach to learning 
English. When asked about the reading class and materials, she said that the reading 
materials were too difficult for her as well as the assignment that followed. In addition, 
she was often disappointed with the lecturer who often turned up late or failed to turn up 
without any notice. 
Later during the interview, she came up with a surprising confession which helped piece 
together all of her seemingly contradictory accounts. She admitted that she actually had 
not wished to enroll for the English major but she did so under her father’s compulsion. 
This provides a logical explanation for her lack of interest in learning that she projected 
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throughout the interview. And given such a confession, one would argue that her 
learning style has been such that reflects her half-hearted effort to learn English. It is 
this notion which seems to have held her progress back in learning English. 
Summary 
 
Fitri has performed very poorly on the recall test with only a small percentage of 
successful recalls and a large number of extratextual elements. The quality of her recall 
text was also poor as evidenced from the low representation of both major and minor 
ideas. This strongl suggests that she comprehended the text quite poorly. Her 
performance on the other tests was equally poor. The interview with Fitri strongly 
suggested a substantial lack of learning motivation and reading engagement, a condition 
which could well be traced back to her confession that she opted for the English subject 
under her father’s compulsion. Similarly, Fitri’s outlook on her reading class was rather 
bleak due to her difficulty in coping with the text and assignment and her 
disappointment over her lecturer’s lack of commitment. 
 
6.4 Aisyah (U2.LR2 n18.T2) 
The Recall 
Aisyah produced 45 per cent in successful recall. The analysis of the recall identified 
the different types of errors as follows: 2 cases of omission, 2 cases of addition, 10 cases 
of replacement, 1 case of mixing and 1 case of switching. Her performance on different 
tests was as follows: 77 on the Grammar Sensitivity test, 43 on the Burt Word 
Recognition Test, and 7.8 on Reading Age. 
 
Omission 
 
Lack of comprehension monitoring and syntactical difficulty seem to have led to the 
emergence of two cases of omission in her recall. In PU46, she might have overlooked 
the idea behind the phrase ‘the day before’ and so dropped it from the PU. In PU49, the 
omission was most likely to have been caused by her lack of understanding of the 
syntactical structure involving a prepositional phrase and a clause, which might have 
caused some distraction. 
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Table 6.18 Analysis of Low Recall: Aisyah (U2.LR2 n18.T2)Omission 
 
 
Unit No Pausal Unit Recall Possible sources of error 
46 the day before a general 
election 
before the general election 
was held 
Lack of comprhension 
monitoring 
49 in Manchester by asking with a question Syntactic al difficulty 
 
Addition 
 
There were two cases of addition found in Aisyah’s recall. In the first instance, the 
addition of the phrase ‘was held’ seemed to have stemmed from her tendency to process 
informationby focusing on text details, resulting in the unnecessary addition of the 
phrase. In the second instance, the connector ’however’, seems to have surfaced out of 
her difficulty to identify a contrast-relation in thetext. 
 
Table 6.19 Analysis of Low Recall: Aisyah (U2. LR2 n18.T2)Addition 
 
 
Unit no Pausal Unit Recall Possible sources of error 
46 the day before a General 
Election 
before the general election was held Other factors 
53 The question was not 
answered 
However, the question was not 
answered 
Lack of rhetorical 
knowledge 
 
Replacement 
 
Syntactical difficulty seemed to be the most frequent source of errors in the emergence 
of replacement-type errors in this student recall. The problem with syntactical structure 
might have caused the errors in PUs 26, 30, 49 and 67-68. Unfamiliarity with 
vocabulary and lack of comprehension monitoring contributed equally to the emergence 
of the replacement type errors in her recall. Unfamiliar vocabulary might have resulted 
in the replacement of different components in PUs 31 and 70, whereas failure to apply a 
monitoring strategy might have been the sources of errors in PUs 37 and 47. The restof 
the errors in PUs 48 and 67-68 might have been respectively caused by lack of previous 
knowledge and lack of knowledge of rhetorical structure. 
 
Table 6.20 Analysis of Low Recall: Aisyah (U2. LR2 n18.T2)Replacement 
 
 
Unit no Pausal Unit Recall Possible sources of error 
26 The small group began with The small group held … Syntactical difficulty 
30 would not bring did not bring Syntactical difficulty 
31 the desired result good result Vocabulary difficulty 
37 to force the government so that the government Lack of comprehension monitoring 
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47 ChrisTable and another WSPU 
member 
ChrisTable wtih some 
members of PWNA 
Lack of comprehension monitoring 
48 disrupted a liberal party meeting held a liberal meeting party Lack of previous knowledge 
49 .in Manchester by asking with a question Syntactical difficulty 
67-68 (But ChrisTable refused) 
preferring to go to prison 
although she had to go to 
prison… 
Lack of rhetorical knowledge, 
syntactical difficulty 
70 Her pioneering action Her brave action Vocabulary difficulty 
 
Mixing 
 
The analysis of her recall has documented only one case of mixing as shown in Table 
6.21. The problem might have arisen simultaneously from her failure to identify the 
main idea, vocabulary difficulty and syntactical difficulty. For example, she might 
have failed to identify that the sentence ‘however, convinced that .... the desired result’ 
as a modifyingclause. This, along with the unfamiliar vocabulary of ‘convinced’, 
might have resulted in error. 
 
Table 6.21 Analysis of Low Recall: Aisyah (U2. LR2 n18.T2)Mixing 
 
 
Unit No Pausal Unit Recall Possible sources of error 
29-32 However, convinced that such method 
would not bring the desired result, 
ChrisTable and Emmelione decided 
but ChrisTable and 
Emmeline were 
convinced. 
Lack of knowledge of rhetorical 
structure, syntactical difficulty 
and vocabulary difficulty 
 
Switching 
 
There was also only one case of switching in her recall which was possibly triggered by 
her difficulty in comprehending and distinguishing the main idea from the supporting 
idea in the form of the present participle clause ‘preferring to go to prison’. 
 
Table 6.22 Analysis of Low Recall: Aisyah (U2. LR2 n18.T2) Switching 
 
 
Reading Process 
The analysis of her recall showed a very minimal understanding of the major ideas in 
the recall although there were some minor ideas. Below are the excerpts from the text: 
Unit no Pausal Unit Recall Possible sources of error 
68 Refused, preferring to go 
to prison 
although she had to go to 
prison 
Syntactical difficulty, lack of rhetorical 
structure knowledge 
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Table 6.23 Analysis of Low Recall: Aisyah (U2. LR2 n18.T2) Reading Process 
 
Major Ideas Minor Ideas 
On 13 October 1905, before the general election was 
held, CrisTable with some members of PWNA held a 
liberal meeting party with a question ‘Will the 
Liberal government listened and give votes to 
woman?' 
-Emmeline Pankhurst was born in 
Manchester in 1858 
-a successful businessman who was also a 
socialist 
-The small groups held peaceful protests 
-However, the question was not answered 
-but CrisTable refused although she had to 
go to prison 
 
The reading process can be described as follows: 
Table 6.23.1 Analysis of Low Recall: Aisyah (U2.LR2n18.T2) Reading Process: 
Assimilation 
Text Recall 
On 13th October 1905, the day before a General 
Election, ChrisTable and another WSPUmember 
disrupted a Liberal Party meeting in Manchester 
by asking ‘Will the Liberal Government,if 
returned, give votes to women?’ 
On 13 October 1905, before the general election 
was held, CrisTable with some members of 
PWNA held a liberal meeting party with a 
question ‘ Will the Liberal government listened 
and give votes to woman?’ 
 
The excerpt shows her attempt to apply different strategies associated with the top-down 
model of processing. The replacement of the word ’disrupt’ with ‘held’ was mostly 
likely caused by her unfamiliarity with the word and she accordingly attempted to guess 
the meaning from the larger context at a propositional level. The recall also shows 
attempts to assimilate text-based knowledge with her background knowledge in 
attending to the phrase ‘a Liberal Party meeting’. However, in both cases, the strategy 
was not fully successful. The word ‘held’ was not close enough in meaning to ‘disrupt’, 
whereas the liberal party meeting was recalled as ‘a party’ in the sense of ‘an occasion 
where people gathered to celebrate’. She seems to have failed to integrate her 
knowledge-based information into text-based knowledge. 
Table 6.23.2 Analysis of Low Recall: Aisyah (U2.LR2n18.T2) Reading Process: 
Propositional/Fragmented Associations 
Text Recall 
 
none 
-becoming Robert Goulden 
-a woman social organization 
-active in social activities so now became more active in the last three years 
-there were many ways of fighting which could be taken 
-Fighters mustaccomplish 
-a summary of themeeting 
-The government wanted them to listen to the order 
-Emmeline suggested they listened and gave in 
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The high number of fragmented phrases and overextended inferences showed the poor 
quality of this recall. It is very likely that they indicate Aisyah’s tendency to attend to 
individual words in the process of constructing comprehension. This might have been 
due to discrepancies between the reader’s knowledge of the text and her background 
knowledge which failed to be reconciled. It could be argued that her deficient language- 
specific knowledge made it difficult to apply reading strategies such as paraphrasing, 
summarizing or even evaluating as she still had to grapple with word-by-word 
comprehension. For example, the first excerpt ‘becoming Robert Goulden’ might have 
been cued by the unfamiliar phrase ‘born...to’, whereas the phrase ‘a woman social 
organization’ might have been triggered by the phrase ‘women suffrage’ which was 
unfamiliar. Other instances might also have been caused by the distraction and 
frustration at word level which resulted in the fabrication of ideas in the recall. 
 
Interview with the student 
 
The interview with Aisyah suggested that she seriously lacked the minimum required 
level of learning motivation and need for achievement. In terms of learning English and 
reading engagement, she was almost devoid of any genuine interest. As revealed 
through the interview, she bluntly admitted that she was neither a disciplined nor a 
committed learner. She described herself as a casual, relaxed and self-contented learner 
and therefore her limited learning style had basically reflected such personal traits. 
These were all well-reflected in the following remarks:  
“I don’t know sir…how to say it…err I don’t seem to have talent in English. I am more 
into practical stuff like making cakes ha ha…the most important thing is I can graduate 
and start teaching later…”. 
The above quotes suggested that her major goal was to graduate rather than to have a 
better level of English proficiency. Although her initiative to take an English course 
during her study in the third semester may provide a hint of her seriousness, her 
approach to developing her competency in English tended to be quite casual. For 
example, she said it was not until the final year of her high school that she began to 
develop her interest in English when she had been possibly compelled to take a private 
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English course just to help her gain a passing grade in the highstake national exam. 
Similarly, when asked about her reading habits, she said that she spent only 15 minutes 
reading per day and that usually happened only in preparation for the examination. One 
peculiarity of Aisyah is reflected in her saying that she did not like reading when sitting 
in class but would rather focus on listening to her lecturer without taking notes. She 
would borrow the notes from her classmate after the class and copy them onto her book. 
By doing so, she claimed that she was forced to review what had been taught. Just like 
most students, she also mentioned listening to western songs and watching films as her 
preferred method of gaining more knowledge about English and improving her skills. 
She particularly wished she had more opportunities to practice with native speakers of 
English because she previously had done so and she had the feeling that her English had 
subsequently improved. 
In view of the learning environment, she maintained that she had received both negative 
and positive feedback from her lecturers. She said they had been supportive in terms of 
their encouragement to speak English and willingness to set examples but some of her 
friends became quite negative every time she tried to converse in English. She 
specifically named three lecturers who were persistent in speaking English both during 
and outside the class. However, she did not want the lecturer to deliver the lesson solely 
in English because she was worried she could miss out on some important points due to 
her lack of vocabulary and poor listening skills. 
As for the learning resources, she was not being specific, saying that in her opinion, the 
learning source made available at the university had been adequate. When asked to 
describe the reading materials in her class, she maintained that except for the first and 
second semesters, the reading materials in the third semester had been quite interesting 
with various genres of texts being assigned to the students. 
Summary 
 
Aisyah’s performance on the recall test strongly suggested her reading skills fell below 
the required level to cope with the task. This is evidenced from both the few number of 
successful recalls and the very minimum representation of both major and minor ideas 
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in the text. Her recall was not neatly organized with some overlapping propositions and 
a large number of fragmented phrases, resulting in a lack of text coherence. This further 
indicates possible lack of text-based knowledge, vocabulary repertoire, grammatical 
knowledge and failure to apply different reading strategies. Aisyah’s level of learning 
motivation and reading engagement was also generally minimal, therefore resulting in 
casual learning style and lack of initiative and creativity. This is rather unfortunate as 
she herself found her reading class and learning resources on campus to be interesting 
and adequate. 
 
6.5 Zaskia (U3.LR1n23.T1) 
The Recall 
Zaskia scored 42 per cent in successful recall. The analysis of the recall showed the 
emergence of different types of errors as follows: 2 cases of omission, 2 cases of 
addition, 4 cases of replacement, 1 case of mixing and 4 cases of switching. She scored 
60 on the Grammar Sensitivity test, 44 on the Burt Word Recognition test, and 7.9 on 
Reading Age. 
 
Omission 
 
The analysis of Zaskia’s recall found only two cases of omission. The first might have 
been possibly caused by either her failure to check comprehension or her inability to 
recall all of the components. The second instance showed a possibly similar problem 
with her memory. 
Table 6.24 Analysis of Low Recall: Zaskia (U3. LR1n23. T1) Omission 
 
Unit no Pausal Unit Recall Possible sources of error 
13 .as one of the major figures .as a figure Lack of comprehension monitoring, memory 
49 .in Manchester by asking .and asked one question Memory 
 
Addition 
 
As previously revealed, the addition-type errors in her recall were mostly caused by 
other factors associated with her cognitive style in processing information. This was 
also apparent in her recall where the additions of the word ‘ruling’ and the phrase ‘they 
asked’ were most probably caused by her tendency to approach the text from the 
smallest unit. 
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Table 6.25 Analysis of Low Recall: Zaskia (U3. LR1n23. T1) Addition 
 
 
Unit no Pausal Unit Recall Possible sources of 
error 
50 will the liberal 
government 
will the ruling liberal government… Other factors 
 So, it was repeated So, the question they asked was 
repeated 
Other factors 
 
Replacement 
 
The analysis of her recall revealed that vocabulary difficulty accounted for most 
replacement-type errors. For example, in PUs 22 and 23, the replacement of the word 
‘fired’ and the phrase ‘public imagination’ might have been attributed to her 
unfamiliarity with those words. Similarly, the reader might have been unfamiliar with 
the word ‘disrupted’ and so replaced it with the word ‘refused’. In the last instance, she 
might have confused the word ‘party’ as ‘an occasion when a group of people celebrate 
something’. This could have been attributed to her unfamiliarity with the political 
discourse of the text. 
 
Table 6.26 Analysis of Low Recall: Zaskia (U3. LR1n23. T1) Replacement 
 
 
Unit No Pausal Unit Recall Possible sources of error 
22 that really fired which gained… Vocabulary difficulty 
23 the public imagiination wide attention Vocabulary diffficulty 
48 disrupted a liberal party meeting refused a Liberal meeting party Vocabulary difficulty 
48 a liberal party meeting a liberal meeting party Lack of previous knowledge 
 
Mixing 
There was only one occurrence of a mixing-type error found in PU10 in which she most 
likely fell short of memory to recall the proper names ‘Sylvia and ChrisTable’and 
confused it with the phrase ‘Sophie Crane’ in the previous sentence. 
 
Table 6.27 Analysis of Low Recall: Zaskia (U3. LR1n23. T1) Mixing 
 
Unit no Pausal Unit Recall Possible Sources of 
error 
10 together with her daughters (Sylvia and 
Christable) 
Together with Sylvia 
Crane 
Memory, syntactical 
difficulty 
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Switching 
 
As many as four cases of switching-type errors were identified in this reader’s recall 
most of which was similar to what was previously discussed. However, PU40 deserves 
further explanation. The formation of a noun phrase in English can be particularly 
difficult for an Indonesian as it is different in many ways in Bahasa Indonesia. 
 
Table 6.28 Analysis of Low Recall: Zaskia (U3.LR1n23.T1) Switching 
 
Unit no Pausal Unit Recall Possible sources of errors 
12 she is remembered (Sylvia and ChrisTable) 
remembered 
Syntactical difficulty, lack of 
rhetorical knowledge 
40 the motto of the WSPU WSPU had a motto Syntactical difficulty, 
49 in Manchester by asking and asked one question Syntactical difficulty 
68 (But chrisTable refused), 
preferring to go to prison 
(but ChrisTable) preferred 
to go to prison 
Syntactical difficulty, lack of 
previous knowledge 
 
Reading Process 
 
The analysis of Zaskia’s recall documented only one major idea and a few minor ideas 
in the text, suggesting a very minimal representation of both major and minor ideas as 
well as poor quality of recall. The table below presents the excerpts from her recall: 
 
Table 6.29 Analysis of Low Recall: Zaskia (U3. LR1n23. T1) Reading Process 
 
Major Minor 
Together with Silvia Crane, Silvya and ChrisTable 
remembered as a figure in the fight for womensuffrage 
-Emmeline Pankhurst was born in 
Manchester in 1858 
-The   small  group  began with 
peacefulprotests 
-The question was not answered so 
the question they 
asked was repeated 
The reading process can be described as follows: 
Table 6.29.1 Analysis of Low Recall: Zaskia (U3.LR1n23.T1) Reading Process: 
Assimilation 
Text Recall 
Together with her daughters, Sylvia and 
ChrisTable, she is remembered as one of the major 
figures in the fight for women suffrage 
Together with Silvia Crane, Silvya and 
ChrisTable remembered as a figure in the fight 
for women suffrage 
 
As shown in the table, although there was a representation of one major idea in the 
reader’s recall, it was not fully successful because she failed to interpret the meaning of 
the phrase ‘she is remembered’. Such difficulty might have been caused by her being 
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unfamiliar with the passive voice in English. At the same time, it showed afailed 
attempt to guess the meaning of the phrase based on the context as part of top-down 
processing. The same reason might also be true with the omission of the phrase ‘one of 
the major figures’ where the word ‘major’ might have been unfamiliar to her. The top- 
down process led her to leave out this word because she focused more on getting the 
gist of the proposition. 
Table 6.29.2 Analysis of Low Recall: Zaskia (U3.LR1n23.T1) Reading Process: 
Propositional/Fragmented Associations 
Text Recall 
None -She fought for women and joined WPU central 
-She fired or began her fight for women and political center 
-She was actively involved in the women suffrage 
-It would not affect a 
-which depended on and affected the result. 
-ChrisTable and Emmeline took note of this to take note of the 
governmentabout the consideration of the result of the policy 
-This showed that the fight for the status of women in jobs had not 
been acknowledged 
 
The high number of overextended inferences in this recall strongly suggests that the 
reader was grappling with the text, probably due to the large discrepancy between his 
text-based knowledge and her background knowledge which failed to be assimilated to 
construct comprehension. The recall also shows some repetition of ideas in the form of 
overextended phrases and propositions. This might suggest her tendency to pay 
attention to details, thus bottom-up processing. For example, in the first excerpt, she 
might have been cued by the phrase ‘in the fight for women suffrage’ in producing ‘she 
fought for women and joined WPU central’ where ‘joined WPU central’ can be 
considered as an overextended phrase.This is similar to the second excerpt where she 
might have been cued by the unfamiliar word ‘fire’. The remaining excerpts basically 
point to the same process in which she was stuck with individual words and unable to 
make sense of the text at a propositional level. 
 
Interview with the student 
 
In general, Zaskia lacked the required level of motivation and reading engagement to 
assist the development of her skills in English and reading in particular. Her relatively 
mediocre level of enthusiasm was patent throughout the interview. For example, in 
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response to the question “How much effort do you put into learning English?”, she said 
“Just ordinary, nothing special… I only do school homework”. She acknowledged that 
she had started to develop an interest in English when she was in her final year of senior 
high school. However, other than participating in an English debate in the first semester, 
she had never taken any English courses to help improve her English. 
During the interview, however, she kept suggesting her high level of interest in learning 
English and how she desperately wanted to improve her skills in English. She said “I 
really want to be fluent in English…but I don’t know the most efficient way to do it”. 
She listed many things she wanted to do such as joining an English-speaking discussion 
to improve her speaking skills, having more opportunities to speak with a native speaker 
and finding a friend who would love to practice speaking English with her. She said that 
she enjoyed it when she had a class taught by a native speaker lecturer but unfortunately 
it was only in the fifth semester. In her opinion, there was sometimes some difference 
between the theory she learned and the English spoken by native speakers. She also 
expressed her resentment over how difficult it was for her to find a partner to practice 
her speaking skill with, as she said “Most of my friends were reluctant to speak in 
English outside class”. She had a speaking class once a week and that seemed to be the 
only session where she could practice speaking. When asked about how she had been 
trying to improve her English, she mentioned watching films and singing English-lyrics 
songs as her preferred method. 
She also showed a fairly low level of reading engagement as suggested from her saying 
“I rarely read… I prefer watching movie”. With regard to how much reading she did on 
a daily basis, she surprisingly said that she could not stand reading for more than an 
hour. This suggested that she had poor reading habits and lacked learning motivation. 
When asked about the learning environment, her response tended to be slightly 
apprehensive, showing half-hearted appreciation of the support she had received from 
both the university and her classmates. For example, she said that it was quite difficult 
to find reading materials at the campus. Thus, most of the materials had been provided 
by her lecturers. Although she considered them much more varied than she expected, 
she specifically pointed to the unpleasant experience she had had during her reading 
class in the third semester. She was rather disappointed with the way the lecturer 
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delivered the lesson which she termed as ‘weird’ because her lecturer only asked her to 
answer questions without showing her the reading techniques and strategies. 
She said that she did not really like the reading class. She also preferred to read texts 
written in Bahasa Indonesia. However, her mood shifted when she was in the fifth 
semester during which she said she had a very good lecturer who taught her with a 
different method. In addition, she enjoyed the reading assignment in which she had to 
read a novel and wrote a review of the novel. She appreciated this kind of task because 
she was given the freedom to choose what novel to read. When asked about her grades 
for reading, she said that her grades throughout the semesters had been ‘adequate’. 
She considered the test recall quite difficult because she was not familiar with a number 
of words and due to the fact that she had to retell the text without any help she would 
usually get from the questions following a reading text. As a common practice, she 
usually looked up the dictionary every time she did not know the meaning of a word. 
She first underlined the word because she emphasized that she never took a dictionary 
with her. She often still did not understand the main idea of a text although she knew 
the meaning of a word after consulting the dictionary. Interestingly, she referred to such 
a difficulty in reading comprehension as being caused by her lack of knowledge of 
grammar and sentence structure, assheputit “I am very weak at grammar. Often get 
confused with sentence patterns”. 
Given the seemingly contradictory remarks that she made during the interview, it is 
hard to be fully assured of how they can be truly considered as representing the reader’s 
genuine interest and motivation to improve her English. Indeed, most of the answers 
seem to be more archetypal. For example, the reader’s allusion to watching films as her 
preferred way of improving her English is just as common and may serve as a strategy 
to portray herself as a motivated learner. Similarly, her wish to practice and improve her 
speaking skill might just be rhetorical. As archetypal as it might be, her remark that she 
started to develop an interest in reading in the fifth semester seems to contradict her 
statement that she could not stand reading for more than an hour and considered her 
reading activity as serving to killtime. 
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Summary 
 
In general, Zaskia has demonstrated a considerable lack of reading skills and 
comprehension ability as evidenced from both the lack of successful recalls and the 
quality of her recall. In addition to an extremely low representation of major and minor 
ideas, her recall also displayed a large number of pre-propositional and fragmented 
associations. Her performance on the other tests was also fairly weak, which might have 
contributed to her poor recall performance. The interview with Zaskia suggested a 
generally poor learning motivation and reading engagement. Her perception on the 
learning resources and environment was rather negative due to the lack of opportunities 
to speak English with friends as well as her difficulty to find reading materials. As far as 
her reading class was concerned, she showed a mixed response as her mood changed 
with different reading lecturers. Her reading activities were also very limited as she 
admitted she did not like reading. 
 
6.6 Wandy (U3 LR2n21.T2) 
Recall 
Wandy scored 44 per cent in the successful recall and the types of errors found in the 
recall included 4 cases of omission, 1 case of addition, 10 cases of replacement, zero 
mixing, and 4 cases of switching. He scored 26 on the Grammar Sensitivity test, 39 on 
the Burt Word Recognition test, and 7.5 on Reading Age. 
 
Omission 
 
The omission-type errors in Wandy’s recall were similar to what has been previously 
discussed. For example, in PU7, there was an omission of the component ‘who was’ 
which was most likely caused by his not being aware of the rhetorical structure. Other 
examples can be seen from the table. 
 
Table 6. 30 Analysis of Low Recall: Wandy (U3 LR2n21.T2) Omission 
 
Unit no Pausal Unit Recall Possible sources of error 
7 . who was a committed socialist .and a socialist comittee Lack of rhetorical knowledge 
12 she was remembered She is (a figure) Syntactical difficulty 
16 had been active had been… Lack of comprehension monitoring 
17 for at least 30 years .30 years Lack of comprehension monitoring 
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Addition 
 
The addition-type error in Wandy’s recall was most likely to have stemmed from his 
being distracted by the long sentence. At the same time he might have also beenunaware 
of the subordinate position of the phrase ‘a successful businessman’ and so changed it to 
the main clause with the addition of the subject. 
 
Table 6.31 Analysis of Low Recall: Wandy (U3.LR2n21.T2) Addition 
 
Unit No Pausal unit Recall Possible sources 
of error 
6 (born… to Robert Goulden).a successful 
businessman (who was also a committed socialist) 
he was a very successful 
businessman 
Syntactical 
difficulty 
 
Replacement 
 
As many as seven cases of replacement-type errors were found. Vocabulary difficulty 
was found to have accounted for most of the errors, followed by memory, lack of 
previous knowledge and lack of knowledge of rhetorical structure. The words 
‘committed’, ‘militant’ and ‘disrupted’ altogether contributed to the error in each PU. 
He seems to have been unfamiliar with those words and so he attempted to guess their 
meaning based on the context, as can be seen in the recall of PUs 7, 34 and 48. As for 
PUs 11 and 19, the error might have been most possibly caused by memory lapses 
which made it difficult for the reader to recall the complete proper name. In the latter 
case, however, it could also be argued that if the reader had been familiar with the topic 
or discourse, he would have been able to recall the complete name of the organization. 
Table 6.32 Analysis of Low Recall: Wandy (U3.LR2n21.T2) Replacement 
 
Unit No Pausal unit Recall Possible sources of error 
7 a committed socialist a socialist committee Vocabulary difficulty 
11 Sylvia and ChrisTable Sylvia and Cylen Memory 
19 of the Women Social and 
Political Union 
an organization for women 
protection 
Memory, lack of previous 
knowledge 
31 the desired result any result Vocabulary 
36 (a more militant approach) was 
needed 
to do (a maximum approach) Syntactical difficulty, rhetorical 
knowledge 
34 militant (approach) maximum (approach) Vocabulary difficulty 
48 disrupted a liberal party 
meeting 
held a meeting Vocabulary difficulty 
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Switching 
The analysis of Wandy’s recall documented three cases of switching-type errors. In the 
first instance, the reader’s failure to identify what was being emphasized through ‘it 
washer founding’may have prompted the switching to a simple active structure in‘she 
founded’. A similar problem could be attributed to PU36 where there was a switching 
froman introductory clause ‘decided that’ followed by a passive structure ‘…was 
needed’ to a simple active structure ‘decided to do’. 
Table 6.33 Analysis of Low Recall: Wandy (U3 LR2n21.T2) Switching 
 
 
Unit no Pausal Unit Recall Possible sources of error 
18 .it was her founding she founded Lack of rhetorical knowledge, syntactical difficulty 
36 (decided that…) was needed (decided) todo Lack of rhetorical knowledge, syntactical difficulty 
40 The motto of the WSPU was WSPU had a motto Syntactical difficulty 
 
Reading process 
 
The analysis of Wandy’s recall showed a moderate representation of both major and 
minor ideas although in some cases the representation was not fully achieved. The 
number of major and minor ideas is presented in the table below: 
Table 6. 34 Analysis of Low Recall: Wandy (U3 LR2n21.T2) Reading process 
 
 
Major ideas Minor ideas 
-she foundedan organization for women 
protection. She was a figure in the fight for 
woman suffrage 
-However, this did not bring any result. 
Christable and Emmeline decided to do a 
maximum approach 
-On 13 October 1905, the day before a general 
election, Christable and another WSPU member 
held a meeting/in Manchester… 
-Emmeline Punkhurst was born in Manchester in 
1858 to Robert Goulden successful businessman 
and a socialist committee 
-The small groups began with peaceful protest 
-WSPU had a motto “deeds /and words 
 
The reading process can be explained as follows: 
Table 6.34.1 Analysis of Low Recall: Wandy (U3 LR2n21.T2) Reading Process: 
Assimilation 
Text Recall 
-Emmeline Pankhurst was born in Manchester in 1858to 
Robert Goulden a successful businessman and a socialist 
committee 
-Emmeline Punkhurst was born in 
Manchester in 1858 to Robert Goulden, 
a successful businessman and a socialist 
comittee 
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-Together with her daughters, Sylvia and Christable, she 
is remembered as one of the major figures in the fight for 
women. ..it was her founding of Women Social and 
Political Union,.. 
-she foundedan organization for women 
protection. She was a figure in the fight 
for woman suffrage 
-However, convinced that such method would not bring the 
desired result, ChrisTable and Emmeline decided that a 
more militant approach was needed to force the 
government to take notice of their demand 
-However, this did not bring any result. 
Christable and Emmeline decided to do 
a maximum approach 
 
In the first excerpt, the reader’s difficulty in attending to the complex syntactical 
structure was successfully reconciled with his knowledge-based information through the 
use of top down processing. However, the replacement of the phrase ‘a committed 
socialist’ with ‘socialist committee’ also suggested possible failure to integrate his 
knowledge-based information with the text-based knowledge, resulting in a rather loose 
recall. In the second excerpt, he showed an attempt to summarize the idea by changing 
the syntactical structure ‘it was her founding’ to ‘she founded…’ Such switching was 
only made possible if he knewhow to make inferences at a propositional level instead of 
word level. Similarly, in the last excerpt, he showed an attempt to use a top-down 
processing by making sense of the text as a proposition rather than focusing on 
individual words. 
Table 6.34.2 Analysis of Low Recall: Wandy (U3 LR2n21.T2) Reading Process: 
Propositional/Fragmented Associations 
Text Recall 
None -Together with her siblings 
-she fought for the dignity and esteem of women 
-She always tried to fight for women suffrage 
-the government in order to get attention from the people 
-which took the theme of Liberal Government 
-ChrisTable brought up the question again which was never 
answered 
 
The recall displays quite a lot of fragmented phrases and overextended inferences which 
do not correspond to what the text says. In the first instance, he might have failed to 
check comprehension as the replaced word ‘daughter’ was a familiar word. The second 
and third excerpts may suggest the reader’s cognitive tendency to pay attention to 
details which resulted in unnecessary addition and repetition. In the third excerpt, he 
might have been cued by the phrase ‘to take notice of’ in ’the government in order to 
get attention from people’. The next excerpt might suggest his failure to integrate his 
background knowledgeinto his text-based knowledge to make sense of the text, 
resulting in the over-extended inference ‘which took the theme of Liberal Government’, 
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which might have been cued by the unfamiliar genre-specific phrase ‘the liberal 
government’. In all of these instances, it is very likely that he attended more to the 
individual words in the proposition, thus indicating more of a bottom-up processing. 
The link between what has been revealed in the interview and the quality of his recall is 
evident in the way he approached the text. During the interview, he maintained that he 
usually was able to grasp the main idea of a text although he did not know some of the 
vocabulary items used in the text. He managed to do this by using a guessing technique. 
This provided the slightest hint of what kind of reading strategies he applied in order to 
comprehend the text. It was apparent that for the most part he had shown the tendency 
to focus on the general idea of the text rather than on the individual words in the text. In 
other words, he applied skimming as his reading strategy to understand the general idea 
of the text. This was further supported by the fact that during the interview, he admitted 
that the recall protocol test was quite difficult because he did not know many words in 
the text. The many unsuccessful recalls or extratextual elements found in his recall 
basically suggested that he had attempted to sum up the idea underlying a stretch of 
words or paragraph but failed to do so due to inaccurate guessing. There were instances 
in which his unsuccessful recalls were close to the meaning of the text but given the 
general idea of the text, they were still off the mark. 
Interview with the student 
 
The interview with Wandy revealed that he generally lacked learning motivation and 
reading engagement as reflected from his remark “about studying… just when I have 
assignment ...about reading...depend on my mood. Sir…because it’s difficult to find an 
interesting text”. His interest in English began quite late when he was in high school 
during which he took the initiative to enroll for an English course outside school time. 
Since then he did not seem to have put much serious effort into improving his English. 
Other than attending the class, his engagement in English was very limited to an 
occasional exchange of short English phrases in a conversation with some of his 
classmates on campus. As far as reading was concerned, he had not done much, 
devoting less than an hour a day to read, including any reading assignment from his 
lecturers. One of the reasons for his low level of reading engagement might perhaps be 
related to his perceptions about reading. He considered reading as not being practical 
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learning. To improve English, he would rather listen to English songs or watch a 
Western movie which, in his opinion, could give him a greater sense of direct practice 
and immediate benefit. 
 
However, regardless of what he actually meant, it is worth questioning whether such an 
attitude was merely indicative of the difficulty he was experiencing in comprehending a 
text as well as his lack of determination to overcome his problems. The latter seems to 
be more plausible since during the interview he admitted that he still had to grapple with 
reading comprehension and often he had to look up the dictionary to find the meaning 
of an unfamiliar word. Interestingly, he also claimed that, although sometimes he did 
not know some words in the text, he was able to grasp the general idea of a given text 
usually through some sort of guessing. When asked about the reading protocol, he 
reckoned that it was very difficult because there were many quite unfamiliar words in 
the text. Worse, according to him, was that those unfamiliar words were the key words 
to understanding the whole text. As for the complexity of the grammar, he did not think 
that the text posed significant difficulty in terms of grammar. Yet, he got the worst 
score. He basically believed he understood and had no problem identifying the 
grammatical structures used in the text. 
In terms of learning environment, he conceded that his progress had been considerably 
held back due to the minimal support. He described his class as being monotonous 
because the learning materials were not as varied as he expected and there was a lack of 
practice in the real sense. According to him, the reading materials in the first and second 
semesters were quite dull and mostly provided by the lecturers. He started to have 
different and more interesting reading materials in the third semester during which he 
was given reading materials from different sources such as newspapers and the internet. 
He particularly enjoyed the reading task in which he was allowed to choose what novel 
to read and subsequently produced a review of the novel. He also expressed his 
disappointment at the way most of his lecturers delivered the lessons. This was because 
most of the time they would rather explain things in Bahasa Indonesia instead of 
English, in particular for such subjects as sociolinguistics and curriculum development. 
The response from his friends was nevertheless alike; most of them also felt reluctant to 
practice English outside the class. Although an ‘English speaking area’ notice had been 
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put up in some corners of his campus, it did not seem to resonate what soever with the 
general spirit of the students and even the lecturers. Therefore, she felt that all of the 
theories and knowledge about English that he learned during the class seemed to have 
fallen short at the practical level. 
Similarly, in view of the learning resources made available at the campus, he generally 
felt that something was lacking. For example, although the internet could be easily 
accessed throughout the campus, the books at the library were mostly outdated and 
definitely needed renewing. In addition, he expected the library to subscribe to an 
English daily paper such as The Jakarta Post. On a positive note, he cited a few good 
examples about learningresources at the campus such as the wide range of academic 
journals and the online materials. 
Summary 
 
One salient feature of Wandi’s recall was his relatively high representation of major 
ideas despite his low percentage of recall. This might suggest he had a fairly good 
comprehension of the text. In addition, given his fairly weak performance on the other 
tests, the quality of his recall might also indicate a slightly more successful exercise of 
reading strategies. In fact, as he admitted, he had no difficulty with the grammar in the 
recall text. The interview with Wandy also revealed that listening was his preferred 
learning style than reading to the extent of considering reading as impractical. This is 
the reason why he showed a serious lack of reading motivation. In view of learning 
resources and environment, there was a prevailing sense of disappointment he projected 
during the interview because of a lack of up-to-date learning resources and interesting 
reading materials as well as the opportunities to put theories into practice. 
 
6.7 Low Recall Summary 
This section summarizes the discussion on low recalls by looking at the salient features 
across the different types of data. First, it will look at the types and sources of errors, 
highlighting the distribution of the types and sources of errors across the six low recalls. 
Next, it will look at how the data on low recalls corresponded to the other test results 
such as the Grammar Sensitivity Test, Burt Word Recognition test and Reading Age. 
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In general, the analysis of the six low recalls also produced a similar salient feature to 
that of high recalls previously discussed in Chapter 5. As shown from Table 6.35, the 
Replacement-type errors (RP) accounted for the majority of errors whereas Mixing-type 
errors (MX) constituted the least number of errors. The total number of the 
Replacement-type errors (RP) ranked the highest at 38.2 %, followed by the Omission- 
type errors (OM) at 29.2%, the Switching-type errors (SW) at 16.8 %, the Addition-type 
errors (AD) and the Mixing-type errors (MX) respectively at 11.2% and 4.5%. Although 
the total number of the Replacement-type errors (RP) was the highest, in some of the 
low recalls, the number of Omission-type errors (OM) was higher than that of 
Replacement-type errors (RP), suggesting that both omitting and replacing a word was 
equally used by the different participants as a cognitive strategy to deal with the 
difficulty they had during the process of comprehending the text. 
Table 6.35 Total types and number of errors across the six low recall students 
 
 
 
Recalls 
Types of errors 
OM AD RP MX SW 
Naning 7 0 3 0 1 
Nunung 7 2 5 1 3 
Fitri 4 3 2 1 2 
Aisyah 2 2 10 1 1 
Zaskia 2 2 4 1 4 
Wandy 4 1 10 0 4 
Total 26 10 34 4 15 
Percentage 29.2% 11.2% 38.2% 4.5% 16.8% 
 
In terms of the sources of errors, the distribution of the sources of errors followed a 
similar pattern to that of High Recalls previously discussed in Chapter V. As Table 6.36 
shows, the analysis of the six low recalls indicated that Syntactical Difficulty (SD) 
accounted for the most emergences of errors, contributing to the highest percentage at 
32%, whereas L1 Interference (L1) constituted the least number of sources of errors, 
which was recorded at 1%. The second highest emergence of errors was caused by 
Vocabulary Difficulty (VD) at 17%, followed by Lack of Comprehension Monitoring 
(LCM) at 16 % and Lack of Knowledge of Rhetorical Structure (LRS) at 11%. Whereas 
the remaining lowest number of sources of errors was shared by Memory (M) and Other 
Factors (OF) both at 8% and Lack of Previous Knowledge (LPK) at 7%. 
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Table 6.36 Total number of sources of errors across the six low recall students 
 
 
 
 
 
 
 
 
The above pattern of distribution of the sources of errors differed slightly from that of 
the sources of errors for each individual type of error across the six low recalls. As 
shown from Table 6.37, Syntactical Difficulty (SD) contributed most significantly to the 
emergence of Omission-type error (OM) with 7 occurrences, and Switching-type errors 
(SW) with 12 occurrences. However, the highest possible cause for the emergence of 
the Replacement-type errors was Vocabulary Difficulty (VD) with 12 occurrences 
whereas most emergences of the Addition-type errors were triggered by Other Factors 
(OF) with 8 occurrences. Lastly, the highest source of errors for the emergence of the 
Switching-type errors (SW) was shared by Syntactical Difficulty (SD) and Lack of 
Knowledge of Rhetorical Structure (LRS) both at 3 occurrences. Overall, Syntactical 
Difficulty (SD) constituted the major source of errors for the emergence of the different 
types of errors across the six low recalls. 
 
Table 6.37 Total number of sources of errors as per type of error 
across the six low recall students 
 
Types of errors Sources of errors 
VD SD LRS LPK M LCM L1 OF 
OM 4 7 1 3 5 9 0 0 
AD 0 1 1 0 0 0 0 8 
RP 12 9 1 3 2 6 0 0 
MX 1 3 3 - - 1 - - 
SW - 12 5 1 - - 1 - 
Total 17 32 11 7 8 16 1 8 
Percentage 17% 32% 11% 7% 8% 16% 1% 8% 
 
 
 
 
Recalls Sources of Errors 
VD SD LRS LPK M LCM L1 OF 
Naning 4 4 0 0 1 2 0 0 
Nunung 3 6 2 3 1 5 1 2 
Fitri 0 4 0 0 1 4 0 3 
Aisyah 3 7 4 1 0 2 0 1 
Zaskia 3 5 1 2 3 1 0 2 
Wandy 4 6 4 1 2 2 0 0 
Total 17 32 11 7 8 16 1 8 
Percentage 17% 32% 11% 7% 8% 16% 1% 8% 
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As for the correlation between the recall performance and the other test results, there 
was also a similar pattern of correlation to that of the six High Recalls discussed in 
Chapter V. Overall, the number of recalls produced by this group of learners also 
correlated positive with the scores on GST, BWRT, and RA. As can be seen from Table 
6.38, the participants in this low recall group scored relatively lower than the high recall 
groups on GST, BWRT, and RA. The average scores on each of the tests are lower than 
those of high recall group. 
 
Table 6.38 Summary of Recall percentages, GST, BWRT, and RA 
 
 
 Recall % GST BWRT RA 
Naning 30 50 44 7.9 
Nunung 41 50 46 7.1 
Fitri 22 47 43 7.8 
Aisyah 45 77 43 7.8 
Zaskia 42 60 44 7.9 
Wandi 44 26 39 7.5 
Average 37.33 51.66 43.16 7.66 
 
However, as discussed in Chapter 5, there is some variation in the correlations between 
individual scores on GST, BWRT and RA especially in the case of RA. For example, 
Naning scored 7.9 on RA and yet she produced the lowest number of recalls in this 
group. As previously mentioned, this issue constituted the findings of this research and 
will be dealt with in details in Chapter 8, namely, Research Findings and Discussion. 
6.8 The Significance of the Data  
The data generated from the analysis in Chapter 5 and 6 provide more insights into L2 
text construction of meaning and the types of reading models associated with high and 
low recall. It is very significant in the sense that they inform the researcher of the extent 
to which the participants exercise top down, buttom up or interactive models of reading 
in their process of constructing the meaning of L2 text. Whereas the data generated 
from Grammar sensitivity test, Burt word recognition test, and Reading Age were 
equally significant as they allow the researcher to see the extent to which knowledge of 
grammar and vocabulary may contribute to the participants’ ability to construct the 
meaning of L2 text. Lastly, the data collected from the interview with the participants 
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suggest that there appears to be a general pattern across the twelve cases indicating a 
strong correlation between the participants’ learning experience and level of motivation 
with how successful they were in producing recalls. All of these data were useful not 
only because they correspond to the research questions but also help illuminate the 
nature of L2 reading in much more details from multiple prespectives. 
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CHAPTER VII 
ANALYSIS OF INTERVIEW DATA WITH THE READING 
TEACHERS 
 
Data triangulation plays an important role in research as it helps researchers address the 
question of research validity in view of its claims, hypotheses and conclusions by cross- 
referencing to other sources of data. In this research, data triangulation entailed an 
analysis of the data drawn from the interviews with the reading lecturers. A major part 
of this endeavour was to examine emerging nuances, narratives, hints and language 
propositions. As discussed in Chapter 3 on Ethical Considerations, during the conduct 
of the interview, the researcher had to constantly remind himself of his positionality and 
role as a researcher as partly contributing to the way the lecturers responded. This also 
meant that a great deal of caution had to be exercised in not taking their statements for 
granted in order to accurately gauge the extent to which their verbal responses 
mayholdsignificance to the research analysis as a whole. In particular, there was the 
question of how their responses serve to either corroborate or negate some aspects of the 
analysis previously made on the students’ protocols. 
 
Therefore, it was also important to acknowledge at the outset that given the qualitative 
nature of the interviews with the lecturers, personal bias may have come into play in the 
way the reading lecturers narrated and perceived their teaching experience, their 
students’ reading skills and attainment together with the appropriateness of their 
approach to teaching. The same also applied to the researcher who may have interpreted 
the data based on his subjective view of the realities involved. By addressing this issue, 
the researcher had acknowledged with intent the limitations of this research in this 
particular phase of the analysis. 
 
The data drawn from the interviews offered different layers of realities about the 
teachers which provide useful insights into the interconnectedness of variables in this 
research. The interviews revealed several themes drawn from careful reading of the tape 
scripts of the interview. They are 
1) teachers’identity 
2) teachers’ understanding of teaching the reading class 
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3) teachers’ perception about the students’ reading ability and motivation. 
 
Teachers’Identity 
 
During the interviews, the reading lecturers produced narratives which contained 
various language propositions and paralinguistic symbols signifying their self-appraisal 
as reading lecturers and English teachers in general. For example, upon responding to 
the question of their teaching approach and strategy, nearly all of the teachers projected 
a high level of self- confidence about their competence and seemed to have developed a 
strong belief that they had adopted the right approach to teaching reading. Andi (U1T1) 
stated that “Then we explained what autonomous learning method is all about. They 
finally understood and they tended to be able to do it... Only a small number of students 
can not follow (autonomous learning). Most of them can do it”. Similarly, when asked 
about their teaching efficacy, all argued that the students’ reading skills had improved as 
expected in each semester through their instruction. Yusron (U2T1) claimed that “I did 
not give the theory but I asked them to practice first… so far it has worked well because 
they gain their knowledge by themselves.... last year the success was 70 %”. 
 
However, some teachers looked hesitant and unsure about what they did in the 
classroom, giving the impression that they lacked self-confidence about what they did in 
the classroom. For example, Hamim (U1T2) stated the following:  
Actually there is something about the curriculum which needs to be changed. Basic 
reading and academic reading. They are in the same semester. It’s not effective 
This needs to be questioned. If we look at the syllabus, it is even heavier... I am not 
sure my students are at that high level as suggested by the syllabus. It seems that 
the expectation is too high. (Interview, December 2012)  
How the teachers perceived the reading course as part of the institutional pedagogical 
policy and curriculum has also shaped the teachers’ identity. Some teachers found the 
reading course designed by the institution quite problematic in terms of syllabus and 
course materials. They did not feel comfortable with the way the course was designed 
and therefore made some changes in the course of teaching. “Refer to the syllabi but 
often develop my own material if I get bored although risky, meaning when my work is 
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reviewed, it can be very different from that of my other colleagues who teach reading. 
The percentage is fifty –fifty” (Bedu, U2T2). 
Andi (C1T1) 
 
Andi showed a high level of self-confidence as a reading lecturer. This was manifested 
from the way he explained his approach to teaching reading in the form of autonomous 
learning. During the interview, he invariably emphasized the importance of autonomous 
learning to students and the appropriateness of this approach in helping students acquire 
knowledge. For example, on the efficacy of this approach, he claimed that “only a small 
number of students can not follow (autonomous learning), most of them can do it”. 
Although it has yet to be seen whether his claim is supported by existing evidence, in 
terms of identity formation, it strongly suggests that he had developed strong self- 
confidence as a reading lecturer and did not seem to have issues with the course design 
as prescribed by the institution where he works. 
 
Hamim (C1 T2) 
 
The theme of disillusionment with the course design prevailed during the interview with 
Hamim. It was obvious that during the interview, he projected his disagreement over the 
design of the curriculum which he deemed as unrealistic due to a number of reasons. 
First, from his point of view, the syllabus was too heavy in that it placed too many 
burdens on both the students and the teachers. He conceded that the two subjects, 
reading and writing, cannot be simultaneously taught due to the limited time allocated 
for these two subjects in one semester as he claimed “It is too ambitious I think. It just 
shows we are not realistic by having too high expectation”. He pointed out that teaching 
both subjects in one semester would necessitate a certain level of skills and knowledge 
to keep up with the demands of the subjects. In this case, he was not sure if the students 
had acquired the minimum pre-requisite to engage in both subjects in one semester. 
Therefore, he considered the expectation was too high. Lastly, the curriculum was 
unrealistic because the size of the class was too big with more than 45 students 
crammed into the classroom. This condition posed serious difficulties to teachers, for 
example, in giving feedback to the students as well as individual attention. 
 
Given the issues that Hamim raised in view of the design of the curriculum and the 
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existing classroom restraints, it is very likely that he was uncomfortable with his own 
teaching because he totally disagreed with the design of the curriculum. Therefore, it is 
reasonable to assume that he had had difficulty to be reconciled with his own identity as 
a reading lecturer. 
 
Yusron (C2T1) 
 
Yusron showed a high level of confidence and comfort with the way he was teaching 
reading. For example, on the efficacy of his teaching method, he was convinced that his 
method of teaching reading had worked well with the rate of success reaching as high as 
70 per cent. This suggests that he had established himself as a relatively successful 
reading lecturer, contributing positively to his identity as a teacher. However, he also 
resented the fact that the number of students in his class was too big and to make it 
worse, there was a lack of logistical support in the form of a comfortable air- 
conditioned room. These issues could also endanger his teaching process and 
commitment which in turn could lead to his identity as a reading lecturer being 
somewhat distorted. 
 
Bedu (C2 T2) 
 
Throughout the interview, there was an overwhelming impression that Bedu was not 
enjoying himself. His lack of confidence was visible from the way he responded to the 
interviewer’s questions. Most of his narrative very often lacked coherence and was 
marked with a lot of hesitation and pauses as well as short and broken phrases. Despite 
the interviewer’s effort to keep the interview as natural and relaxed as possible, there 
were moments when he looked hesitant and unsure about what he was going to say. It 
could well be argued that given his seeming lack of confidence, he might not have come 
to terms with his own identity as a reading lecturer. His remark “refer to the syllabi but 
often developed my own materials if I get bored although risky…” could suggest two 
things: on the onehand, he loved to experiment with his ideas about teaching reading, 
and on the other hand, he might have had issues with the course design as prescribed by 
the institution where he was working, thus contributing to his lack of confidence. In 
conclusion, his lack of confidence might have stemmed from both his shaky 
understanding of teaching the reading class and his discontent with the existing course 
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syllabus. In all of these instances, it was quite apparent that he had not fully established 
his identity as a reading lecturer. 
Handoko (C3 T1) 
 
Throughout the interview, Handoko’s narrative tended to display complacency towards 
different aspects of teaching reading. He seemed to have a strong conviction about the 
way he delivered the reading class, highlighting his steps in teaching reading such as 
pre-reading, while-reading and post-reading. However, he seemed to be disappointed 
with the extent to which his students gained success in reading, as he mentioned ‘I 
consider that as stagnant’. In terms of the course design, he seemed to be content with 
the way things had been arranged by the institution. For example, he could accept the 
fact that teachers worked together to design the module whilst having the freedom to 
choose their own materials, as he put it “Yes, we design the module together and so did 
with the test. So technically maybe different, but the reading materials are the same”. In 
conclusion, this teacher seemed to have come to terms with his identity as a reading 
lecturer although there were potential distractions arising from his interaction with the 
efficacy of his teaching. 
 
Reza (C3 T2) 
 
Reza seemed to show a lack of confidence as well as a failure to grasp the nature of 
learning to read class as he responded to the interviewer’s questions. His narratives 
were mostly disorganized and consisted of incomplete sentences and ideas. In addition, 
during the interview he repeated the same idea or jumped from one uncompleted idea to 
a new statement. There was an overwhelming impression that this teacher was not 
comfortable at being interviewed. However, it was rather difficult to make inference as 
to what extent this teacher had developed his self confidence as a reading lecturer due to 
the few statements he made relating to identity issues. One indication could perhaps 
come from his statement “In my time it was very different from now… I was enrolled in 
the last BA program”. This allusion to the past practices and his educational 
background could possibly reflect his attempt to find an excuse for his perceived failure 
to achieve maximum results in the teaching of reading. At the same time, it may also 
suggest that he was feeling insecure with what he had been doing as a reading lecturer. 
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Making a comparison with the past could serve as a way of dodging his responsibility as 
a reading lecturer. His statement that he would always inculcate the understanding to 
the students that the role of lecturer is only forty percent also indicated that he was 
making excuses for future failure in teaching reading. In conclusion, given all of his 
narratives, his paralinguistic and prosodic patterns, it is quite apparent that Reza had not 
established himself as a competent reading lecturer. 
Although it might be difficult at this point to assess how the reading teachers’ identity 
affected the students’ learning experience, it could be argued that the students’ 
perceptions about their reading class informed us of the varying degree of impact such 
identity had on their learning experience. As revealed above, some of the reading 
teachers showed a very high level of confidence to the extent that they claimed success 
in their teaching. The claim, however, needed further evidence which unfortunately 
could not be made available through this research. What is more palpable, however, is 
the sense that their overconfidence may have impacted their students’ learning 
experience in one way or another. Some students considered the reading materials as 
boring and resembled a test rather than promoted reading activity. Some others resented 
the lack of feedback from their reading teachers on their work. We could argue that the 
reading teachers’ overconfidence could have resulted in self-complacency and lack of 
critical awareness on their part to reflect upon their own practice and in doing so, to 
consciously acknowledge their flaws and make amendments to their teaching practice 
whenever deemed relevant and necessary. This lack of critical awareness, thus, may 
have been manifested in the way they provided feedback which did not accord with the 
students’ expectation. 
For some of the reading teachers with less confidence due to their apparent lack of 
proper knowledge in teaching reading, the impact seemed to be even more heightened. 
Take, for example, the students’ prevailing disillusion with the reading materials as 
previously revealed through the interviews. It might be argued that the reading teachers’ 
lack of knowledge about selecting reading materials had rendered in-class reading 
activity meaningless for the students because the reading text was unappealing and alien 
to them. In other words, their lack of proper knowledge and skill in teaching reading 
affected their confidence as reading lecturers and this in turn impacted the students’ 
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learning experience. 
The reading teachers’ disapproval and discomfort with the curriculum and textbooks 
mandated by the university could have also materialized in their half-hearted or even 
callousness in their teaching approach. This might have been one of the reasons why 
they were reluctant in giving feedback to the students. In addition, their complaints 
about the size of the class strongly indicated their high level of discomfort in teaching. 
We could suspect that the unproportional size of the class created a situation in which 
in-class teaching became overwhelmingly difficult in terms of putting theory into 
practice. Not only that, it could also be physically demanding as most of the classrooms 
were cramped with no air conditioning. Under such unfavorable conditions, some 
principles of teaching or lesson planning might have been compromised by the reading 
lecturers and this in turn impacted the students’ learning experience quality as revelaed 
through the interviews. 
7.1 Teachers’ Understanding of Teaching the Reading Class 
 
The interviews provided some insights into the teachers’ teaching approach and strategy 
which included their perceptions about the reading class and classroom method as well 
as course material selection. A little in contrast to what the majority of the teachers 
perceived about their competence, the teachers’ narratives revealed some degree of 
inconsistency and discrepancies between their generally high self-concept as 
professional reading teachers with their knowledge of their teaching approach and 
strategies in teaching reading. Some teachers showed a sound understanding of what 
teaching reading should entail but others to a considerable extent lacked the proper 
theoretical knowledge and skills in teaching reading. It was at this point that personal 
bias may have come into play as teachers made deliberate efforts to project a positive 
image of a highly-competent reading lecturer because of the researcher’s own 
positionality and role as a researcher as previously discussed in the section ‘Ethical 
Considerations’ of Chapter 3 Methodology 
 
7.1.1 Knowledge of the Teaching Approach to a Reading Class 
 
Below are some language propositions made by each teacher which reflected different 
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levels of understanding about teaching reading. 
Andi (U1T1) 
 
Andi seemed to have established a fairly good understanding of teaching the reading 
class. He was familiar with some theoretical aspects of reading such as skimming and 
scanning. Similarly, he also seemed to be familiar with micro skills in reading such as 
top-down and bottom-up skills, as can be seen in the following excerpt:  
 
Because reading and writing are integrated. When we teach reading and writing, we 
teach the basics of reading and writing. For example, for writing, it is writing 
sentences, a paragraph, an essay, these are one package. For reading, we teach 
reading skill, like skimming, scanning. We develop the skills based on the Barret 
taxonomy. (Interview, December 2012) 
 
He acknowledged that he taught those basics of readings based on the Barret 
Taxonomy. However, on the question of whether he taught reading through the three 
stages of pre-reading, whilst-reading and post-reading, he maintained that he did not do 
it since he had chosen to adopt the autonomous learning approach in his reading class in 
which he assigned his students to find their own reading materials, and to learn the 
theories themselves with the teacher offering help whenever they stumbled or got stuck. 
This can be seen from his remarks below:  
So how they can learn micro skills, reading with top-down technique, bottom-up, 
etc. They must understand these basics... In reality no (we don’t teach reading 
stages: pre, whilst, post reading) because we don’t use that. We use autonomous 
learning. So, we are really facilitators. We use a construction. We usually give them 
a scenario. Then we offer them… Why is this a problem? Then they discuss and 
find the answer…. when they find it difficult to understand a text, they think what 
is to be learned from this text? Then they search for the theory themselves, I just 
give direction, this is the book, find it here....so we don’t teach how to identify 
context clues of a text but just show them the theory. They have to discuss with 
their groups. (Interview, December 2012) 
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At this point, it is worth questioning how he understood autonomous learning in view of 
the teacher’s role. It seems that he interpreted autonomous learning as ‘hands-off 
management’ where he barely had to interfere with the students’ learning process. This 
could have been counter-productive as autonomous learning in some respects requires 
some degree of scaffolding by the teacher. In the context of Indonesia, scaffolding plays 
even a more crucial role as in general the students have grown up being taught in a 
teacher-centered class in which teachers are seen as the sole provider of knowledge and 
this learning style has long been ingrained with the reading culture. Thus, it is important 
to note that Reza did not take autonomous learning seriously by leaving the learning 
process to students. 
 
Hamim (U1 T2) 
 
There was not much that could be inferred from the interview with Hamim as he was 
grappling with the question of whether to teach reading and writing simultaneously as 
he stated below:  
 
So I started my focus on writing a good paragraph then I started teaching reading.It 
is difficult because we teach reading and writing at the same time…So I  focus on 
writing until they can write one paragraph then into reading...So I teach paragraph 
writing from first meeting through to the 10th meeting, from 11th meeting through 
to 16th meeting I teach them reading. (Interview, December 2012) 
 He seems to have held an assumption that it is important to teach the students to write a 
sentence properly and to construct a simple paragraph before giving the students a 
reading task. This assumption is obviously inaccurate as reading could provide a wide 
range of language inputs for students which they can utilize to develop their skills in 
writing.  
Research on the relationship of reading and writing has also suggested a positive 
correlation between the two skills (www2.ncte.org/blog/2017/12/relationship-writing-
reading/). Thus, Hamim’s assumption about the need to teach reading separately from 
writing lacked theoretical grounding. His decision to postpone teaching reading to a 
much later time after the tenth meeting similarly lacked a sound theoretical basis. In 
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conclusion, it is quite hard to make an inference on the extent to which he has 
established his understanding of teaching reading class, but given what he disclosed 
about the relationship between writing and reading, it is very likely that his 
understanding of teaching reading class was fairly weak. 
 
Yusron (U2 T1) 
 
Yusron had shown a relatively strong understanding of how to teach reading class. His 
teaching was mostly based on the existing theories on teaching reading. He introduced 
his students to reading strategies such as skimming and scanning as well as dividing his 
teaching reading into three phases: pre-reading, whilst reading and post-reading. He 
stated:  
 
First, for reading technique, before I start teaching I motivate them by explaining 
why reading is necessary, why it has to be taught. ... I try to raise their 
awareness...After they make a presentation, I will ask some questions relating to the 
reading material to ensure that they really have done the reading. When they can 
answer my questions, I point out the theory, for example this is called skimming, 
scanning. (Interview, December 2012)  
 
However, his explanation on the pre-reading activity cast some doubt upon his 
understanding of teaching reading. He stated, “for pre-reading, I focus on giving a 
review of the previous materials… then the reading material”. Whilst it is not yet clear 
what he meant by giving a review of the previous lessons, it is worth questioning 
whether he understood the pre-reading activity as mainly consisting of giving a review 
of the previous lesson which, if this were true, would have little to do with activating  
the students’ reading schemata. 
 
Bedu (U2 T2) 
 
The interview strongly suggested that Bedu to a considerable extent lacked the proper 
knowledge and skill to teaching reading. Although at the outset he maintained that he 
introduced his students to reading strategies such as skimming and scanning, most of his 
accounts on his method of delivering the lesson showed some confusion and lacked 
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theoretical grounding. For example, he did not seem to have any idea about dividing his 
teaching reading into pre-reading, whilst-reading and post-reading although he did ask 
his students to anticipate the topic of a given text from its title. This could inferred from 
his remarks below:  
In a book entitled Basic Reading Power, we introduced reading strategies such as 
skimming, scanning…around that… with texts about daily life and temple... After 
we read the title, I ask what the title suggests. So, in the hope that they have some 
idea in their mind...Yes, sometimes I give elicitation about fable. Fable about 
fisherman. I use reading aloud most of thetime. I ask my students randomly to read 
aloud, one paragraph or a few sentences in turns... first to know their reading 
ability, in this case pronunciation, second to identify how their reading ability by 
retelling what they just read. So, it is not monotonous. So, if they read a story, they 
must read in the right intonation as a story. (Interview, December 2012) 
His statement about asking the students to take turns reading the text aloud in order to 
know their pronunciation also lacks relevance as it was aimed at helping him identify 
the students’ reading ability by retelling. Obviously, what he meant by reading ability is 
more in the sense of reading aloud with the right pronunciation and intonation rather 
than comprehending the reading text. At some point, this raised a question as to what he 
wanted to achieve from teaching a reading class and what kind of skill she expected is 
students to acquire. When asked “What do you actually expect through such an 
activity?”, he responded “First, to pronounce the words accurately. And then…second 
so that I know if they understand the text or not from they way they read”.  
It became even more confusing when he mentioned that such activity was oriented 
towards writing, giving the impression that he very seriously lacked confidence and was 
unsure about what he was doing. He pointed out that “When they read, they learn 
grammar and vocab, which will be important for writing”. Apparently, he was referring 
to the contribution of reading activity to writing skill. His statement that he asked the 
students to discuss the questions before reading the texts was also not very clear. Were 
they meant to be pre-reading or post-reading questions? Given his mixed-up ideas about 
reading, e.g reading aloud or reading comprehension, teaching pronunciation or writing 
through reading, pre-reading or post reading activities, it is quite reasonable to consider 
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him as having a shaky understanding of what teaching reading class should entail. 
Handoko (U3 T1) 
 
Handoko showed a sound knowledge of what teaching reading should entail. During the 
interview, he exemplified each stage of his teaching a reading class convincingly, 
providing details and rationale for the choice he made at each stage. For example, he 
pointed out that before he asked the students to read a text, he communicated with his 
students in a way that would activate his students’ reading schemata and what he 
wanted to achieve through this activity. He explained:  
 
The material that we develop is more about basic reading strategy... yes, I follow 
the stages… develop pre- reading in the form of developing schemata. So, my hope 
is to give questions related to the text and if my students have no experience with 
the text, I ask them to guess as best as they can so that later in the post reading 
activities there are some questions to which the answers are the same as those for 
the questions before reading. (Interview, December 2012) 
 
These remarks were indicative of his relatively strong understanding of teaching reading 
by taking into account the role of reading schemata in reading comprehension. This 
became even more apparent when he explained his teaching procedure in more details 
as reflected from the following statements: 
 
  We usually have a discussion, give some questions. Sometimes I give games... The 
focus is on applying the strategy. I teach them to recognize the generic structure 
although at the beginning I will not mention this is the generic structure, they will 
guess in a discussion…then comprehension…strategy to get the meaning from the 
context. For post-reading, there are some comprehension questions same as pre-
reading questions basically to know their comprehension before and after reading. 
(Interview, December 2012) 
It was also implied that this teacher applied pre-reading, whilst- reading and post-
reading as well as teaching the students the generic structure of a text inductively. Given 
his well-organized narrative, strongly-grounded exemplification and visible confidence, 
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it is reasonable to assume Handoko had established a strong understanding of teaching a 
reading class. 
 
Reza (U3 T2) 
 
Reza showed a worrying lack of knowledge about teaching reading. Most of his 
accounts were not sustained by a sound theoretical basis and he failed to provide a 
rationale for the choice of method and stages in his teaching. He stated:  
 
So for reading 3, I go straight to TOEFL… so the focus is on empowering reading 
independently at advanced level… We discuss a text with exercises. For example, 
we talk about one topic. Then we relate to our present context… we even relate to 
history, for example, there’s a story about Mexico. Then I relate it to what do you 
know about Mexico? Who is captain Mexico? What is Mexican hat called? So, that 
is called Sombrero for example”. (Interview, December 2012) 
 
Here, he lacked focus in his description of his teaching approach, jumping from one 
idea to another with little clarity. He talked about different things within a single turn of 
conversation such as ‘using TOEFL materials in Reading 3’ and ‘independent reading at 
advanced level’ and ‘asking relevant question’. Reading 3 was taught in the third 
semester where the reading materials were generally aimed at preparing students to 
handle more difficult texts in the later semesters and yet he had already used TOEFL 
materials in his reading class, suggesting his lack of understanding of reading materials 
in view of their suitability to the students’ current level of English proficiency. 
 
Similarly, when he talked about teaching reading, he also asked the students to translate 
reading texts as an ‘imposed task’, showing little regard for the students’ voices as 
suggested in his saying “So, when it comes to reading we extend we can go in many 
directions… whether like or dislike, I assign them to do translation. I give the text and 
to be submitted along with their final exam. That’s just what we do. I mean… the kids 
have to be forced. Otherwise they are just hanging around. 
In a subsequent turn of conversation, he again showed his shaky understanding of the 
concept of reading schemata by trying to ask for clarification from the researcher as can 
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bee seen in the following excerpt:   
He said “Oh yes sir… in pre-reading when we were in Jakarta, we were introduced 
to schemata. For example, if the topic is about Borobudur, we discussed with the 
students, what is a temple? How many temples in Indonesia? Etc. Among other 
things. Is that what is called schemata? Or about New York city of business. I ask 
first what is the capital of the US nowadays? I develop to talk about Christopher 
Columbus. So, improvisation, sir”. (Interview, December 2012) 
Probably due to his lack of knowledge about teaching reading, throughout the interview, 
he constantly jumped from one idea to another idea, with much of his narrative 
consisting of unfinished ideas or fragments of ideas. The fact that there was a lot of 
hesitation in his speech also strongly suggested that he had only a shaky understanding 
of teaching reading. 
7.1.2 Knowledge of Reading Materials 
 
Given the vast range of ready-for-use reading materials made available by the EFL 
industry, the task of selecting reading materials seemed to pose the least challenge to the 
teachers. Reading course materials are easily accessible online as well as in bookstores. 
However, such a task has become critically difficult when it comes to deciding the 
selection criteria for reading materials. The teachers’ responses strongly suggested that 
there might be some problems arising from the teachers’ different levels of 
understanding of reading materials. For example, it is worth questioning whether the 
reading materials were chosen with a view to appealing to the students’ interest. 
Problems may arise when the students are faced with reading topics which are alien to 
them. This might be particularly true in the case of reading materials produced by 
foreign publishers as they are written with much reference to their socio-cultural, 
political and scientific context and perspectives. Reading materials with unfamiliar 
topics may have caused the students to become demotivated and disengaged from 
reading. 
Similarly, there might also be a problem arising from the teachers’ understanding of 
what constitutes authentic reading materials. For example, one teacher acknowledged to 
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have used the Holy Qur’an verses in his reading class on the account that such verses 
are authentic. Obviously, it is worth questioning whether such a decision was 
appropriate since the Holy Qur’an text has a language of its own and was written in 
such a delicate and highly literary style so that it may be too difficult for the students.  
At the same time, the verses in Qur’an have completely different textual structure and 
would be best used for a hermeneutic study, therefore raising the question whether it 
was relevant for the development of their reading skills. Another teacher was using 
TOEFL/IELTS materials for the reading class and apparently used them as a drill to 
help the students meet the minimum scores of TOEFL/IELTS. This may also be 
problematic as the students may lack the previous/background knowledge of the reading 
materials from TOEFL/IELTS. Below is the analysis of the interview with each of the 
reading teachers on the question of what reading materials they had been using in their 
reading class. 
Andi (U1 T1) 
 
There was not much that can be inferred from the interview with Andi in view of the 
reading materials. Throughout the interview, he seemed to be much preoccupied with 
the notion of autonomous learning in reading and the administering of TOEFL at the 
end of the semester to gauge the success of his reading class. His understanding of what 
consitutue autonomous learning was reflected from his remark “They look for the 
materials themselves, draw a conclusion and write a report”.Perhaps this is the reason 
why he did not specifically mention the reading materials he used for his reading class. 
There was a strong impression that his over-emphasized insistence on adopting 
autonomous learning could otherwise reflect his reluctance to teaching reading by 
removing most of the burden from his shoulders. 
 
Hamim (U1 T2) 
 
Hamim disclosed little as far as the reading materials were concerned. This might have 
been due to the fact that he was having issues with the demands of the curriculum which 
required the students to engage in reading tasks, something which he deemed as 
inappropriately premature because the students were still learning to write a proper 
sentence. He seemed to believe that writing must be taught first before reading 
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particularly to students who were still at a basic level of English proficiency. He said 
“So, I start to focus on writing until they can write one good paragraph. After that I 
start teaching reading. It is difficult because we teach reading and writing 
simultaneously”. To this end, it was unclear as to the connection between teaching the 
students to write a good paragraph and teaching reading. He clarified that it was 
difficult for him to synchronize the writing course with the reading course because the 
reading texts were much more advanced than the students’ expected writing skills. 
Again, his statement was indicative of the lack of knowledge about reading syllabus and 
materials, resulting in a mismatch between the learning materials and the students’ 
actual level of English. 
Although he did not talk much about reading materials, there was a moment when he 
mentioned the Internet as the source for his reading class in which he gave his students 
different text genres such as narrative and recount as can be seen from his remark 
below:  
If there is any reading, I just show a good paragraph as an example, ask them to 
read it, then I show them which one is the topic sentence, and supporting sentences. 
I once gave texts to my students just to show what an ideal paragraph is... The text 
genre is narrative and recount which I took from the Internet. (Interview, December 
2012) 
Thus, it was equally difficult to assess the extent to which he had understood about 
reading materials although his remark on selecting different types of text genres may 
suggest that he actually had a better level of understanding than it may have seemed. 
Yusron (U2T1) 
 
Yusron maintained that he used authentic materials for his reading class such as short 
stories, journals, articles and other fiction items. He did not specifically mention the 
sources for the reading materials and the reason for this was perhaps because it was his 
students who were required to find the reading materials themselves based on the 
guidelines he provided. There was an overwhelming impression that he attempted to 
adopt autonomous learning from the very beginning (semester 2) and shifted most of the 
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burden to the students. This is worth pondering in view of the role of the teacher. 
Furthermore, his remarks on this issue were equally confusing and contradictory, as he 
said “In general, I give authentic reading materials. I give a guideline on what reading 
materials they have to find and later present in front of the class… In semester 3, it is 
acritical reading”. On the one hand, he previously suggested that he had the students 
find the reading materials themselves, but on the other hand he claimed to have 
provided the students the reading materials. It might be argued that his statements 
reinforced his seeming lack of understanding of autonomous learning and its application 
in the context of L2 reading. 
It is also interesting to notice how this teacher divided the reading tasks into two terms, 
before and after mid test and the progress it implied based on the kind of reading 
materials he prescribed to his students. He said: 
In semester 3, it is a critical reading. ...the emphasis  is not on text but on context... 
I divide the learning into two terms, before mid-test and after mid test. Before mid-
test they have to acquire long fictions texts such as drama, short story etc. After 
mid-test, they are geared toward reading non-fiction such as articles, newspapers, 
journal, etc. In semester 3, they should extend their reading materials. ... So, in 
semester 2 the reading texts are short, but in semester 3 the reading materials are 
longer, about 10 pages. (Interview, December 2012) 
In terms of level of difficulty, it is worth questioning whether reading short stories or 
plays in Semester 2 before the mid test would pose less difficulty to reading newspaper 
articles prescribed in the same semester after the mid test. There is also a possibility that 
his expectation was too high, assigning the reading materials which were beyond the 
students’ capability to cope with. This is because in general, students who are admitted 
to the English study program at each university may not possess the skills and 
knowledge as expected because different universities have different standards of 
proficiency for admission to the English programs. Below is the excerpt from the interview: 
In general, I give authentic reading materials. I give a guideline on what reading 
materials they have to find and later present in front of the class…In semester 3, it 
is a critical reading....the emphasis is not on text but oncontext. I divide the learning 
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into two terms, before mid-test and after mid test. Before mid- test they have to 
acquire long fictions texts such as drama, short story etc. After mid-test, they are 
geared toward reading non-fiction such as articles, newspapers, journal, etc. In 
semester 3, they should extend their reading materials... So, in semester 2 the 
reading texts are short, but in semester 3 the reading materials are longer, about 10 
pages. (Interview, December 2012).  
His comment ‘I give authentic reading materials’ seemed contradictory to his earlier 
statement that he asked the students to find the text themselves. However, I later 
contacted him to clarify this and he suggested that he provided a guideline of what 
authentic reading materials include and left the students with the freedom to find such 
materials on their own.  
 
Bedu (U2 T2) 
 
Of all the teachers interviewed for this research, Bedu seemed to have demonstrated the 
most serious lack of understanding of the reading materials, which was manifested from 
the way he narrated his version of teaching reading and his use of reading materials. He 
cited the title of the book ‘Basic Reading Power’ as his source of reading in semester 1 
which presented day-to-day topics such as daily life and successstories. 
 
However, there seemed to be an abrupt progression from semester 1 to semester 2 in 
terms of reading materials as he indicated below:  
 
Because reading 1 is still basic, in the past I used the book called basic reading 
power, short story, light fiction first and non-fiction light ones usually about daily 
life or success story, life experience, which I give the after mid test. And almost 80 
% of the material I take from the book ‘Basic Reading Power’. But sometimes I get 
from other sources with similar level of difficulty. It’s still the same. (Interview, 
December 2012) 
 
This selection of text seemed to be justifiable in light of the students’ presumed level of 
English. However, the reading texts selected in semester 2 could have posed serious 
difficulty to the students as they were taken from the so called “Advanced Reading 
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Power”. He said “In semester 2, I use a book called ‘Advanced Reading Power. Or 
sometimes I introduce the texts in news, advertisement etc. So, that is the textgenre”. 
 
It is worth questioning whether he had put too much expectation on the students or else 
he had difficulty selecting appropriate reading materials due to his lack of knowledge 
and his relatively low level of proficiency in English. The same reason may have 
prompted him to use authentic materials such as the Holy Qur’an as a source for reading 
materials in semester 3…He said “In semester 3, I use more non-fiction I take from 
newspapers or the so-called authentic materials, Holy Qur’an translation or text about 
ramadhan ...I sometimes use visual pictures to encourage them to think relevant 
pictures... incomplete picture power...”. 
 
Although using visual images in teaching reading may also be relevant, his statement 
about using pictures and incomplete pictures lacked further elaboration, and thus raised 
some doubts about his own belief and knowledge base to adopt this particular technique. 
 
Handoko (U3T1) 
 
Handoko seemed to have a quite sound knowledge of how to select reading materials on 
well-informed basis. He said “I always select the reading materials based on a number 
of criteria such as level of difficulty, topic familiarity, size of text and whether the topic 
is interesting for them” He admitted to being a strong proponent of the genre-based 
approach and so his selection of reading materials was based on the different types of 
text genres. In doing so, he carefully measured the level of difficulty using the Fry 
Readability Index to ensure that the reading materials chosen suited the students in 
many respects. He pointed out:  
There are two things I use. First, because I am genre based, I choose texts based on 
genre in basic reading. I measure the level of difficulty based on Fry Readability 
Index. So, by estimate, this certain text is suitable for their level, then I decide to 
use the text...In general, the teaching is not too different, only in selecting texts. 
Early semester I choose procedure, descriptive narrative. Later semester 2 different 
genres”. (Interview, December 2012) 
His way of thinking with regard to selecting reading materials seemed to be very 
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systematic and his arguments reflected his strong conviction about his choices. Overall, 
this teacher was probably a good example of a well-informed reading teacher. 
Reza (U3 T2) 
Reza might fall into the category of a teacher who is typically in favor of international 
standard tests such as TOEFL as his benchmark for teaching the reading class. He said 
“students are provided with texts of various genres, among other things the material I 
get from TOEFL Baron. So, for reading 3, I go straight to TOEFL… so the focus is on 
empowering reading independently at an advanced level. 
As mentioned before, the use of TOEFL or IELTS materials may give rise to the issues 
of authenticity, familiarity, relevance, and the extent of how they appeal to the students’ 
interest. It also seemed that he taught the reading class to the test, raising the question 
whether such a decision would have an adverse washback effect on the students in view 
of the development of their reading skills. 
 
7.1.3 Knowledge of Evaluation Method 
 
The evaluation of the reading class, its process, and outcome is very crucial as it may 
involve different aspects and yet can be such an elusive task. In general, the interview 
with the reading teachers unearthed some interesting and yet worrying conclusions 
about the extent to which the reading teachers understood what constituted viable and 
valid methods of evaluation. 
 
The evaluation method used by Andi was interesting, but worrying as well. He used the 
TOEFL test to measure students’ reading ability which was done four times at the end 
of each school year. He convincingly stated that “because we don’t particularly 
measure reading ability, we only test it once a year with international testing. So, if we 
teach and test it’s just …We look at what the need for language is out there, so every 
November or December we give a paper-based TOEFL”. The use of an internationally 
accepted test such as TOEFL can be so difficult for the student that errors are frequent, 
comprehension is minimal and this experience is frustrating. He did not seem to equip 
the students with the prerequisite knowledge of reading strategies, in particular in L2 
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context. Nonetheless, one interesting point of his method of evaluation is that he would 
give special treatment to those who scored low. First year we target they get 400, 
second year 450, third year 500, fourth year 550. That’s what we use to measure. At 
least how many percentage get 400... so those who get below 400 are problematic. They 
have to be given special treatment. 
 
A quite opposite method of evaluation was chosen by Hamim who conceded that he did 
not evaluate students’ reading ability directly, but instead, he used the portfolio as 
prescribed by the department. He also stated that he was in a state of bewilderment 
about the guidelines for the reading class. “For reading, because I have not taught them 
reading skills, I did not evaluate it. I am teaching here still groping because there is not 
a clear guideline here. So far, we use portfolio, not Mid-semester Test or Final Term 
Test”.  
From the excerpt, it is obvious that Hamim was not sure about what to do in the reading 
class. He did not make any transfer of knowledge  relating to  reading skillsw hich were 
keys to successful reading. He also seemed not well informed about evaluation and 
portfolio. He thought evaluation is different from a portfolio whereas the portfolio is 
actually a new approach to the evaluation process which provides a comprehensive 
illustration of student performance. Its evaluation will enable one to see the overall 
picture of what a student is capable of doing and can also highlight strengths and areas 
for improvement. Hamim’s lack of familiarity with the guidelines might pose serious 
consequences, in that it is difficult to expect improvement on the part of the students’ 
reading ability. 
The interview with Yusron also revealed that he used the portfolio as a means of 
evaluation slightly different from Hamim. He would ask the students to submit reports 
for every chapter of the novel of their own selection and ask them to describe the 
characters and characterization and identify the plot and the setting. He assigned more 
extensive reading rather than intensive reading. He also used a cloze procedure for 
vocabulary sensitivity exercise by presenting short texts with some words deleted and 
then asked the students to fill in the blank space. When the students’ answer (choice of 
word) was different from his, Hamim would consider it correct as long as it contextually 
made sense as he said during the interview below: 
247 
 
 
 
For example, in the text there are 10 unknown words. I give them a practice like 
this: I show the 10 words, I then omit them. Then I put the text on the screen or 
give it back to them, please read again the text with missing words. Then I asked 
them to tell me about the text. It turns out they can. They get the whole meaning, 
first I choose a text suitable to their level, not too long. Only one paragraph for 
semester one. Next, to omit words, I choose adjective and verbs, and if a student 
fills in a word different from the original in the text, but still makes sense, I will 
consider it as true. (Interview, December, 2012) 
 
Hamim admitted that his method of evaluation worked well, but it certainly was time 
consuming because he had to go through every student’s summary. He also had to read 
the chapters, or otherwise, he could not give comments to the students’ works. 
 
Not much information can be gained from the interviews with Handoko and Reza. They 
both chose TOEFL as a tool of evaluating students’ reading ability. As it is copyrighted,  
the TOEFL test was not the original one, but a similar one which is popularly known as 
TOEFL-like. This test is preferred to the other types of tests due to its availability as 
well as its reliability. English teachers choose a TOEFL-Like test because they do not 
have to be bothered with constructing test items which is exhausting and time- 
consuming. Handoko said that “Not yet (Paper Based TOEFL) but a TOEFL-Like was 
once administered. And we don’t call it TOEFL because it is copyrighted but it is 
similar. We hope the test is close to TOEFL. He might have been unaware of the level 
of difficulty that a TOEFL-Like test has. It is appropriate only for advanced students. 
Similarly, Reza also said, “Yes, there is. We also use that (TOEFL test). We use that in 
the hope that our students can explore their opinions. The excerpt implies that Reza 
wanted his students to learn other things as a side effect of taking the test, that is, 
exploring their mind which had been mistakenly stated as ‘opinion’. 
 
7.2 Teachers’ Perception about the Students’ Reading Ability and Motivation 
 
Despite the effort made by some of the teachers to give the impression of successful 
teaching, the response towards the question of the students’ reading competence was not 
nearly as positive as their perception of their own teaching ability. 
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Below are some examples illustrating the teachers’ perception of the students’ reading 
ability and motivation 
 
7.2.1 Teachers’ Perceptions of the Students’ Reading Ability 
 
The interviews with the reading lecturers also aimed to ascertain what they thought 
about their students’ reading ability based on both formal and informal evaluation as 
well as classroom observation. There was an overwhelming impression that the majority 
of the reading teachers thought that their student’s reading ability fell within the scale of 
weak to moderate levels whereas only a very small percentage of their students showed 
high reading ability. The following excerpts show what the reading teachers in each 
university said about their students’ reading ability. 
 
Andi (U1 T1) said that “…well we don’t specifically measure their reading ability but 
we gave them a TOEFL-like test every year. In the first year, most will get around 400. 
Our target is to increase it the following year. If they still score 400 or less, we will give 
them treatment”. As revealed through the interview, Andi suggested that the students’ 
reading ability was reflected from their performance on the TOEFL-like test which was 
administered every year. It could be argued that the result on the TOEFL-like test 
reflected what the students’ reading achievement was like. In this case, the score 400- 
450 was just slightly above the A1 level on the CEFR criteria and thus their reading 
ability was probably low. 
In response to the question of students’ reading ability, Hamim (U1 T2) stated:  
Their English is terribly weak. Because they got into the English department not 
because they are good at English… but because having a diploma in English allows 
them good prospects. Only a small number of students have good basic 
English…Their reading ability is weak also because their vocabulary is very 
limited. For example, when they write, they always look up the dictionary many 
times. (Interview, December 2012)  
He further suggested that students who were admitted to the university largely 
comprised those with poor English proficiency. This was due to the fact that the 
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university applied a low standard of English proficiency for admission in the hope of 
getting more students. As a result, students with little knowledge and low level of skills 
could still be admitted to the English Department. This is the reason why the majority of 
the students were very weak at reading. 
Yusron (U2 T1) suggested that the students’ reading ability was quite weak. He implied 
that this happened partly because the size of the class was too big and this condition 
might affect the quality of instruction and in turn the students’ reading ability. He said, 
“…in my opinion, their reading ability is quite weak. I think this is also because the 
class is too big, in one class there can be as many as 70 students”. 
Similar to the previous teachers who were interviewed, Bedu (U2 T2) also considered 
the students’ reading ability as low. The reason, according to him, is simply they lack 
knowledge about the language and the text or topic. As reflected from this excerpt,”I 
think their reading ability is still very weak. Maybe because they lack knowledge about 
many things”. Handoko (U3 T1) did not give an explicit answer about the 
students’reading ability.However, his remark that about 60 per cent of the students got 
B in the reading comprehension test might indicate that their reading ability fell on a 
scale from poor to fairly strong. He explained, “In terms of reading ability, there is a 
big gap in my class. The ratio is 60%:40%. I mean 60 % of the students got B, 40 % got 
C in reading comprehension. That’s why I considered it as stagnant”. 
According to Reza (U3 T2), only a small percentage of the students were high achievers 
in reading. These students were highly active in class and showed more intensity in 
using English on different occasions. He stated that “…about 30 % got A. Those who 
are active in class have good reading ability, generally girls. They even send me SMS in 
English. They often ask questions. The rest are passive”. 
From the interview with the six reading lecturers on the students’ reading ability, the 
general picture that can be drawn is that the students’ reading ability ranges from low to 
average. This condition was caused by a crowded class room with a ratio of 1:70 (one 
teacher with 70 students), students’ English background, knowledge gap among 
students, and low motivation. In terms of the teacher student ratio, private universities 
cannot usually follow the recommended ratio of 1:35 due to the high cost of employing 
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more lecturers, while they rely heavily on students’ tuition fee for the operational cost. 
Considering students’ school fee as the sole source of income, private universities 
would accept as many students as possible with the consequence of putting aside quality 
student selection. Therefore, private university students are more heterogeneous 
compared to those in state-owned ones. 
 
7.2.2 Teachers’ Perception of the Students’ Reading Motivation 
 
During the interview, the reading teachers were also asked to give their opinions as to 
what extent their students showed learning motivation in their reading class. Their 
answers to the question generally pointed to one big picture that their students lacked 
reading motivation. As Andi (U1 T1) said, “I always made myself available for students 
to consult me outside the class, but only a few of them took the chance although I am 
flexible as to where and what time they want to see me”. Andi thought that the students 
were not motivated enough to learn. His judgment was based on the fact that although 
he would welcome any student to come and see him, not many students took the 
opportunity. 
Similarly, Hamim (U1 T2) drew a generalization about the reading motivation of 
university students. In his opinion, his students lacked the required level of reading 
motivation and this, according to him, was also true with the students from other 
universities. He stated, “I don’t think the students at my university have a strong 
motivation to read. I think they are the same as any other students from different 
universities. For example, if they have to do an assigment, they are always late or ask 
for an extension”. 
 
Yusron (U2 T1) projected a similar view that the students lacked motivation in reading. 
It was reflected in the fact that only a few students came to him to consult although he 
had told them that he would make himself available via mobile phone, social media or 
meeting in person. He stated, “I always open the door to my students to come and 
consult me, either in the class or out of class, on campus or off campus, meeting in 
person or via online, but as a matter of fact, rarely do they make use of this facility”. 
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Bedu (U2 T2) succinctly summarized his students’ reading motivation as ‘indeed low’. 
He viewed this as a major cause for the students’ low reading performance. He said, 
“For my students in particular, their motivation is indeed low so this affects their 
quality of reading”. 
Handoko (U3 T1) seemed to hesitate for a moment when asked to give his comment on 
his students’ reading motivation. Perhaps it was because from his perspective, reading 
motivation involved different elements and aspects which are interconnected. However, 
he went on to say that only 20 per cent of his students were strongly motivated in 
reading. The rest were unmotivated. He stated, “I think it is a bit complicated. Perhaps 
only 20 % are motivated students. The rest of them just don’t care”. 
Reza (U3 T2) saw a connection between the students’ positive attitude towards reading 
and their class participation. He suggested that the students’ good reading performance 
affected their attitude in class as he said, “In general, the ones who are active are those 
who get a good grade in reading”. This in turn might have helped them develop self-
confidence to ask questions and be active during the teaching learning process.  
7.3 The Significance of the Data 
 
The extent to which the data corresponded to the previous analysis of the recall 
protocols may determine the significance of this data to the research as a whole. As 
shown from the analysis of the data drawn from the reading teachers’ narratives, it was 
obvious that these two types of data were strongly interconnected and therefore might 
be used to corroborate the claims made previously in the analysis of the students’ 
protocols. 
The theme of teacher identity allows us to trace back to the different ways the students 
perceived their reading class and their reading teacher as well as to how they dealt with 
their reading outside the classroom. During the interview with the students, there was an 
overwhelming sense of insecurity and dissatisfaction on the part of the students over 
how much they could understand from the reading class and how much support they 
received both inside and outside the class. There was a question as to how this particular 
fragment of students’ perception and feelings were related to the teachers’ generally 
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positive self-confidence about their teaching approach and strategy.  
First, some teachers were indeed very well-informed about teaching reading and 
consequently were capable of delivering the lesson to the benefit of the students in 
terms of reading attitude and performance. Most of the teachers, however, lacked a 
proper knowledge of teaching a reading class as was evident during the interviews. 
Furthermore, most of their descriptions about their teaching strategy lacked theoretical 
grounding. Thus, their generally positive self- concept did not fully reflect their 
teaching quality and therefore it makes sense that most students implicitly expressed 
their disappointment at the way they were taught. 
Secondly, the discrepancy between the teachers’ high self-confidence and their 
relatively poor teaching quality as described by themselves may otherwise inform us 
about the lack of critical self-awareness and self-reflexivity in terms of their own 
practice as teachers. Viewed from a critical pedagogy perspective, learning is always 
affected by students’ personal background and teaching is a process that involves more 
about negotiating knowledge rather than handing it over to students.This includes any 
pedagogical decisions concerning the choice of strategy, procedure and approach to 
teaching. 
In light of such a conclusion, it is worth questioning whether the lack of critical 
awareness on the part of those reading teachers may have resulted in the nature of 
teaching which tended to disregard the role of students’ agency in learning. Although no 
accurate description was obtained about such issues, the interviews with the students 
often suggested that they had some reservations about the way they were taught but for 
some reason they were unable to get their voices heard. The interview with the students 
also revealed that some students lamented the way their reading lecturers presented the 
same topic over and over again when teaching reading. Thus, the teachers’ self- 
complacency and lack of critical perspective on their own practices may have resulted  
in the poor delivery of the reading class. 
In addition, it is also worth investigating whether the notion of autonomous learning 
was perceived in a different way by the reading lecturers. The interviews suggested that 
some of the teachers seem to have adopted the notion of autonomous learning as a 
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pretext to give the students assignments and to practically shift the burden and 
responsibilities embedded in the creative process of teaching to the students without the 
slightest effort by the teachers to play a role as a facilitator in its true sense. Instead of 
providing scaffolding in learning, some of them might have taken autonomous learning 
as a hands-off method. This was apparent from one of the teachers saying that the 
students have to search for their own materials and learn by themselves in the search for 
knowledge. Another teacher also commented that it was not his job to prepare the 
materials but rather it was the students who must actively look for their learning 
resources. Such a statement may have reflected the teacher’s complacency in view of 
their teaching competence although it still needs further investigation as to what extent 
the teacher really taught using the framework of autonomous learning. 
There was also an issue of comfort with the design of the curriculum at the institutional 
level. One of the teachers projected his disappointment over the fact that he had to work 
out his own syllabus and course materials because the institution had not yet set up clear 
guidelines for the reading subject. It was worth questioning if this could have actually 
shaped the way the teacher perceived his reading class and affected his commitment to 
teaching reading in the best way possible. 
The teachers’ perception about reading, their teaching approach and strategy provided 
different layers of association with the analysis of the recall protocol and the data drawn 
from the students’ interviews. For example, it was apparent that the students’ perception 
about reading might have been shaped by the choice of reading materials that the 
teachers made. The interview with the teachers uncovered some problems associated 
with the compatibility of the course syllabus with the students’ level of proficiency. One 
teacher conceded that the reading materials were too difficult for the students and that it 
was very difficult to start teaching reading when they were still struggling to make a 
simple sentence. This kind of perception seemed to parallel the findings from the recall 
protocol analysis. As previously revealed, vocabulary, syntactical difficulty and lack of 
background knowledge were the three most frequent sources of errors found in the 
students’ recalls. The lack of background knowledge clearly suggested a minimum level 
of familiarity with the text because it was not congruent with the students’ current level 
of proficiency. 
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The next emerging theme concerned how the teachers perceived their students’ reading 
ability and motivation. The majority of the teachers acknowledged that their students’ 
reading ability was fairly weak. Some also suggested that their students lacked reading 
motivation. It may not be immediately apparent how such a perception was linked to the 
errors found in the students’ recalls. However, the analysis of the students’ background 
information clearly showed that most of them were seriously lacking reading 
motivation. This might have had an impact on the affective-emotive aspect of the 
students who became mentally unprepared to face the reading task. As such, the high 
number of extra textual elements in the students’ recall may have reflected the students’ 
level of frustration and impatience to deal with the task. 
Lastly, the interview with the teachers revealed the different ways the teachers 
conducted evaluations of the students’ progress. Some of the teachers used ready-for- 
use materials such as TOEFL-like materials to measure the students’ comprehension of 
reading texts. Some others adopted a more process-oriented evaluation based on 
students’ portfolios. Interestingly, there was a strong indication that some teachers had a 
tendency to teach the reading class to the test and this might have taken its toll on the 
teaching learning process. Of equal importance was the teachers’ lack of comprehensive 
knowledge in designing an evaluation test. One teacher designed a cloze test based on 
his own judgement with no consideration in terms of the length of the text, and number 
of omitted words per sentence.  
There were also no criteria for assigning corrective feedback to each answer in the 
reading text. As pointed out by Grabe (2009), the cloze test is not a valid assessment of 
reading abilities, particularly when students are expected to write in the missing words. 
Such a test becomes a production measure and is not appropriate for L2 reading 
assessment. The same teacher seemed to have misunderstood the notion of using 
extensive reading to develop the students’ reading attainment. In providing feedback to 
the students’ work, this particular teacher did not read the materials that he prescribed 
for his students. It was the students’ summary of the reading materials that informed his 
feedback to the students. This practice obviously was flawed because the accuracy of 
the students’ summary could not be assured as the teacher himself had never read the 
reading materials in question. 
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CHAPTER VIII 
 DISCUSSION 
 
The findings of this research are centered around the issues encapsulated by the research 
questions. They provide insight into the nature of recall in L2, the types and sources of 
errors in L2 reading, the types of reading processes or models involved in l2 reading, 
the extent to which the recall performance corresponded to the broader socio-cultural 
context which includes learning experience, previous knowledge and motivation, and 
the teaching and learning process. The data analysis has revealed a number of findings 
about the realities encircling L2 reading in the EFL context in Indonesia. It is 
noteworthy that the findings discussed in Chapter 4, 5, 6 and 7 have varying degrees of 
conclusiveness due to the qualitative nature of the analysis, and the extent of empirical 
evidence supporting the claims being made in the research. Therefore, some findings 
may have a high level of conclusiveness whereas some others need further inquiry 
partly because they involve the researcher’s interpretation. 
Before discussing the findings of this research, this chapter begins with an introduction 
section describing the nature of types of errors as revealed through this research. This is 
considered important to provide a general understanding of how errors have been 
conceptualized as part of the findings in this research. 
The main part of this discussion chapter outlines the findings to the research question no 
1 as revealed in Chapter 4. It is then followed by the discussion on the case study 
findings to the research question no 2, 3, 4 discussed in Chapter 5 and 6, and research 
question number 5 discussed in Chapter 7, all of which were formulated to gain an in- 
depth description of the nature of the cognitive processes underlying L2 reading and its 
relation to the broader socio-cultural context. 
 
8.1 Introduction 
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The use of the recall protocol technique in this research has contributed to 
understanding the nature of the L2 reading process through the types of errors found in 
the recall by this group of Indonesian university students. It was revealed that the errors 
in the students’ recall are not the same as errors in grammatical terms. Students’ recalls 
of the L2 text were produced through a bilingual translation from L2 and L1 and back to 
L1. To be able to translate from L2 to L1 and subsequently produce recall in L1, readers 
must move beyond the surface structure in order to make sense of the text. It was hardly 
possible to produce recall by focusing on the text verbatim similar to parroting without 
understanding the text since it involves translation from L2 to L1. Students’ recalls thus 
show constructive cognitive activities to attend to text comprehension instead of merely 
verbatim recall. The errors found in the students’ recall therefore indicate more about 
the problems and difficulties in text comprehension whereas the different sources of 
errors showed different mental/cognitive strategies used by the readers to deal with such 
difficulties. For example, a replacement type error involves replacement of a word in 
the original text with a different word which has a similar meaning. Such replacement 
can then be understood as the reader’s attempt to guess the meaning of an unfamiliar 
word based on the textual clues. Thus, the error in this case is dissimilar to a 
grammatical mistake as generally understood. 
As a consequence of the aforementioned conceptualization, the number of errors is 
commensurate with the total number of recalls produced by the participants. In other 
words, the higher number of recalls resulted in the higher number of errors in the recall 
and vice versa. The number of errors found in the high recalls could only deviate from 
this pattern in cases where the recalls were mostly accurate or contained zero error 
pausal units as discussed in the Chapter Analysis of Recall. It is therefore 
understandable that participants with a high percentage of recall produced a higher 
number of errors. However, instead of suggesting poor comprehension, the high number 
of different type of errors reflect greater use of cognitive strategies by the reader 
because of the way errors have been conceptualized in this research. Both the number of 
recalls and errors indicate the extent to which the readers understood the text and during 
the reading process, exercised different cognitive strategies as reflected in the different 
types of errors. This means that students with a higher proportion of successful recall 
showed more successful deployment of such cognitive strategies than those with a lower 
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proportion of recall. 
 
Therefore, such conceptualization of the types of errors and related sources of errors in 
this research is useful to provide guidance for the interpretation of the kind of cognitive 
processes underlying recall production and the correlation between dependent and 
independent variables as understood in this research. The following section discusses in 
details the findings to the research. 
8.2 Finding 1: Types and sources of errors 
 
This section discusses the findings to the research question number 1 “What types and 
sources of errors are exhibited by the Indonesian EFL university students in L2 
reading?” 
 
8.2.1 Types and sources oferrors 
 
As presented in Chapter 4, the analysis of recall resulted in a mapping of different types 
and sources of errors across the recalls of 30 students. The types of errors found in the 
recall included Addition, Replacement, Omission, Switching, and Mixing whereas the 
sources of errors included Syntactical Knowledge, Lack of Vocabulary, Lack of 
Comprehension Monitoring, Memory, L1 Interference and Other factors. This finding is 
similar to those of Kim’s (1995) research and thereby serves as a confirmation of her 
findings. 
 
The analysis of the students’ recall showed that replacement-type errors rank the highest 
among the other types of errors, followed by omission-type errors, switching-type 
errors, addition-type errors and mixing type-errors. These different types of errors 
reflect different problems encountered by the reader in the process of comprehending 
the text. For example, replacement type errors emerged because the students might have 
been unfamiliar with a particular word. In attempting to resolve this problem, they drew 
on different strategies which could range from using textual clues such as phonemic and 
morphemic cues to activating reading schemata or background knowledge. Similarly, 
replacement type errors might also suggest the students had difficulty understanding a 
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certain syntactical structure and therefore replaced the unfamiliar syntactical structure 
with whatever syntactical structure was known to them. In the case of omission and 
addition type errors involving a word or a phrase, it might be argued that the students 
had difficulty remembering the word or the phrase, suggesting a failure in retrieving the 
information in the irmemory. However, this in terpretation could be contentious since 
the highest occurrence of successful recall per pausal unit pertains to details such as 
adverbial time (‘On October 13th, 1905’), prepositional phrase (‘in Manchester’), verb 
phrase (‘was born’), proper name (‘Emmeline Pankhurst’) and verb phrase with object 
(‘to give votes to women’). Furthermore, the case of memory as a source of error was 
found to have little contribution to the total number of recalls, with significance 
recorded above 0.05 as discussed in Chapter Four on the statistical data analysis. 
Therefore, memory may not have been the issue in most cases. Rather, an encounter 
with unfamiliar vocabulary in the text might have caused the students to panic and leave 
the word completely. As previously discussed in Chapter 2 Literature Review, this 
particular example may represent the issue of “confidence problem” (Eskey, 1986) in 
which L2 readers tend to feel insecure when trying to comprehend the text because they 
believe that to able to comprehend a text, they must first comprehend every word in the 
text. 
This is especially true with the omission of the adjective in the phrase ‘committed 
socialist’ or ‘ardent feminist’ where the students dropped the word ‘committed’ and 
‘ardent’. However, syntactical difficulty might have also caused an omission type error 
when it occurred in a longer phrase such as in ‘in Manchester by asking’ and 
‘Christable refused, preferring…’ where the phrase ‘by asking’ and the verb ‘refused’ 
were omitted respectively. Similarly, some switching-type errors might have also been 
caused by syntactical difficulty or lack of rhetorical structure. For example, the structure 
‘it was her founding’ was switched to ‘she established’ as the students might have failed 
to identify the rhetorical structure emphasizing ‘her founding’. 
The analysis of possible sources of errors points to syntactical difficulty as the most 
frequent source of errors followed by vocabulary, lack of rhetorical structure 
knowledge, memory, lack of comprehension monitoring, L1 interference, lack of 
previous knowledge, and other factors. Syntactical difficulty might have accounted for 
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most occurrences of switching-type errors where the students might have been confused 
by the unfamiliar sentence patterns or long sentences which have clauses. This strongly 
suggests that most readers had difficulty dealing with the grammatical complexity of the 
text. The second highest source of difficulty was vocabulary which might have 
accounted for most occurrences of replacement-type error and omission-typeerror. 
These two types of errors were found to be the common strategy when the reader was 
confronted with unfamiliar vocabulary. Lack of knowledge was also a significant source 
of difficulty for most of the students. This was largely due to the fact that they failed to 
recognize the emphasis given to a certain idea in a sentence or paragraph and the 
relation between ideas in a paragraph. However, sometimes such difficulty might have 
also originated from the difference between English and Bahasa Indonesia. For 
example, the emphasis given to ‘her founding’ in ‘it was her founding’ was unknown in 
the students’ first language. Thus, it is important to note that an error might have been 
caused by different sources of errors, meaning the students have multiple difficulties 
which prompted them to employ a certain strategy. Conversely, a certain source of error 
might have prompted the emergence of more than one type of error. The other sources 
of errors seem to have shared in equally significant contribution to the emergence of 
errors. Of particular note is lack of previous knowledge as a source of error. This is 
particularly interesting because the response from the students’ perception on the area 
of difficulty of the recall text showed that lack of previous knowledge was perceived as 
the second most difficult aspect next to vocabulary. This issue will be discussed in the 
next section on Variable Correlation. 
As described above, it can be argued that the different types of errors in this research 
reflect the different ways the students deal with the difficulties in text comprehension. 
The emergence of errors reflects the cognitive process and reading strategies exercised 
by the students in comprehending the text whereas the different sources of errors 
represent the difficulties encountered by the students in comprehending the text. The 
number of errors in a recall, thus, reflects the level of skills and creativity in the 
deployment of different cognitive strategies. Instead of suggesting weakness in reading 
comprehension, the higher number of error reflects more deployment of cognitive 
strategies whereas the lower number of errors indicates less deployment of reading 
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strategies. Successful recall can then be understood as successful deployment of 
cognitive strategies by the students to overcome difficulties during text comprehension. 
In summary, the analysis of the thirty recalls has provided more empirical evidence that 
reading in L2 is a complex cognitive process requiring a range of reading strategies 
which are often deployed simultaneously during reading comprehension. From the 
analysis of the sources of errors, there appears to be multiple factors contributing to 
level of success in reading comprehension which suggests that it may not be sufficient 
to address one aspect of reading in terms of L2 reading pedagogy. Rather, multiple 
views on reading pedagogy should be considered if we wish to help students develop L2 
reading literacy skills. 
 
8.2.2 Correlational Analysis 
 
The statistical analysis of different variables in this research revealed a number of 
interesting points. First, the data shows that Syntactical Difficulty, Vocabulary and Lack 
of Knowledge of Rhetorical Structure accounted for the three highest sources of errors 
identified in the students’ recall. These were slightly different from the readers’ 
perception of the difficulty level of the reading text. The majority of the students (86%) 
perceived vocabulary as the difficult aspect of the reading text, whereas almost half of 
the number of students (40%) thought that grammar was the difficult aspect of the text. 
This discrepancy might be accounted for by making a distinction between perception 
and actual performance. It may be argued that a reader might consider particular 
vocabulary items as difficult but that does not mean that this vocabulary failed to be 
reconciled during the reading process given the use of different reading strategies 
available to the reader. However, such a rationale might still be contentious. 
A more convincing explanation for such discrepancy might be provided for by looking 
at the independent variables such as the grammar sensitivity test. It was apparent that 
the results of the Grammar Sensitivity Test correlated with the number of successful 
recalls by the reader. The very high correlation coefficient of 0.663*** showed a 
positive and influential correlation between Grammar Sensitivity scores and the recall 
performance. In other words, the grammar test scores also showed such correlation, the 
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higher the grammar score, the more the number of successful recalls by the reader and 
vice versa. The individual regression analysis also showed the impact of the Grammar 
Score over the student’s recall performance which was significant at 0.021. Thus, it can 
be argued that the result of the analysis of the sources of errors in the students’ recall is 
validated by the result of student performance on the Grammar Sensitivity test and the 
students’ recall performance. This finding bears much similarity to that of Chen (1998) 
discussed in Chapter 1 that poor L2 readers are particularly weak in processing more 
complex ambiguous sentences due to their lack of syntactic knowledge in the target 
language, which impeded their reading comprehension. 
A similar correlational pattern appeared to occur between the independent variable, 
Lack of Previous Knowledge, and the students’ perception on the area of difficulty of 
the recall text. While the statistical analysis of the mean of sources of errors showed 
Lack of Previous Knowledge ranked the second lowest together with L1 Interference, 
the data collected from ‘About-the-test Questionnaire’ showed that Background 
Knowledge ranked the second highest after Vocabulary as a significant factor which 
made the text very difficult to understand. The above data seemed to contradict or 
negate each other. However, upon deeper scrutiny, it became clear that there was a 
difference between perception as involving the participants’ meaning making process 
and the numerical justification drawing from the analysis of the mean of sources of 
errors. A closer look at the text revealed that the number of words associated with the 
text genre (political discourse) was not many. Examples of these words found in the text 
were ‘suffragette’, ‘ardent’, ‘committed’, ‘party’ and ‘disrupt’, suffrage’, ‘ardent’, 
‘disrupt’, ‘election’ and ‘party’. However, although their number was small, they were 
the key words to helping the students orient themselves towards understanding the 
general topic of the text at a discourse level. 
As discussed in Chapter 2, unfamiliarity with the key words in a text of specific genre 
like an article from a medical journal can impede comprehension even in the case of L1 
readers reading a native language text (Aebersold & Field, 1997). Evidence from the 
recall analysis discussed in Chapter 4 also revealed that some students misunderstood 
the word ‘party’ as ‘a group of people gathered on special occasions to celebrate’ 
instead of a ‘party’ in a political sense as in ‘liberal party’ or ‘ruling party’. The 
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participants’s failure to code the meaning of such genre-specific word might have 
hugely impacted their direction in reading comprehension. As discussed in Chaper 2 
Literature Review, the issue was compounded by Kim (1995) who maintained that in 
the L2 reading context many learners know an English word as a single, fixed meaning 
so that they have difficulty when the word is used in different contexts. 
The interview with the case study participants (see for example, U3LR2.n21.T2) also 
re-affirmed that they were unfamiliar with some words which happened to be the key 
words in the text. It is quite logical then to assume that those few words contributed 
considerably to the participants’ heightened sense of difficulty in comprehending the 
text, leading them to place background knowledge as the variable contributing 
significantly to the level of difficulty of the text. 
Additionally, the slightly different results from the ‘About-the-test Questionnaire’ and 
recall protocol procedure in terms of background knowledge/lack of previous 
knowledge could also be illuminated by considering the fact that the text contained few 
genre-specific words as previously described. This accordingly resulted in much fewer 
cases where the emergence of errors might have been prompted by lack of background 
knowledge. This was understandable even more when we consider the fact that there 
were more variables to compare within the analysis of errors through the recall protocol 
strategy. It is therefore understandable that statistical analysis of variable correlation 
showed little correlation between the independent variable ‘Lack of Previous 
Knowledge’ and the number of successful unit recalled. However, it was the fact that 
‘Lack of Previous Knowledge’ was perceived as a very influential factor in reading 
comprehension. The students’ unfamiliarity with words of specific genre provided 
empirical evidence of how knowledge about text plays a crucial role in reading 
comprehension. This aligned with studies by Bernhardt (1991), Johnson (1992) and also 
Carrel (1987) discussed in Chapter 2, which pointed out that background knowledge is a 
critical variable in second language reading. 
Lastly, the correlational analysis of independent and sub-independent variables with the 
dependent variable all pointed to the unequivocally significant role of vocabulary and 
grammatical knowledge in reading comprehension. First, the correlational analysis 
showed that variables ‘Addition, Replacement and Switching’ had significant 
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correlations with the dependent variable, units recalled. As revealed in Chapter 4, the 
use of addition, replacement and switching as a cognitive strategy was primarily caused 
by lack of knowledge of vocabulary and syntactical complexity. Second, the 
correlational analysis between the two independent variables, Grammar Sensitivity Test, 
Burt-Word Recognition Test, and the dependent variable: recall protocol test showed 
that the independent variables had a significant correlation with the dependent variable, 
units recalled. The level of significance was at 0.05. Third, the use of both the T-test and 
Anova test to examine the influence of independent variables over the dependent 
variable showed that only two variables, Grammar sensitivity (GS) and vocabulary 
difficulty (VD) had a significant influence over the dependent variable, units recalled 
with a significant level of <0.05. 
Those results once again underscored the importance of vocabulary and language 
specific knowledge in L2 reading comprehension. They were in line with the previous 
research findings discussed in Chapter 1 Introduction. Among others, Barnett (1986), 
using the recall protocol revealed that readers’ recalls increased in accordance with their 
levels of vocabulary and syntactic proficiencies. The study by Yang and Zhang (2002) 
also found that the readers’ general EFL proficiency correlated with their reading 
comprehension ability, in addition to their metacognitive knowledge. Lastly, the 
findings of this research were in support of Schoonen, Hulstijn, and Bossers (1998) who 
found vocabulary knowledge has a greater influence on L2 reading than on L1 reading. 
The implications of these findings will be discussed in the next chapter. 
 
8.3 Case Study Findings 
 
This section addresses the twelve case study findings to research question 2, 3, 4, and 5 
with regards to high and low recall in terms of types and source of errors, reading 
process, variable correlations and the relation of high and low recall to students’ socio- 
cultural context and teachers’ teaching approach. 
 
8.3.1 Types and Sources of Errors in High and Lowrecall 
 
While the previous discussion in Chapter 4 involved thirty participants, the case study 
design focused on exploring further those students with high and low recalls. Although 
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in general, no significance difference was identified, there were notable facts about high 
and low recalls worth discussing here. 
 
The analysis of high and low recall suggested two types of readers in terms of the 
number of cognitive strategies as represented by different types of errors exhibited in 
the recall. First, the number of errors in high recall was identified to be on average 
much higher than that of low recall. For example, in high recall, the total number of 
omissions, replacements and switchings was 36, 59, and 28 across the six participants 
whereas in low recall, the total number was recorded at 26, 34, and 15. In line with the 
conceptualization of errors discussed in the introduction section of the chapter, the 
higher rate of occurrence of replacement, omission and switching in high recall 
indicates a higher level of skill in using various kinds of cognitive strategies as 
compared to low recall. The difference between high and low recall was also reflected 
from the extent to which the deployment of such cognitive strategies, as reflected from 
the number of recalls, succeeded or failed. Thus, it can be argued that strong good 
readers showed not only more use of cognitive strategies but also utilized them more 
successfully so as to result in more successful units recalled. Whereas poor readers 
exercised many fewer cognitive strategies much less successfully, resulting in fewer 
numbers of successful units recalled. 
In terms of sources of difficulty, that is, what prompted the two types of readers in this 
research to use different kinds of cognitive strategies, in both high and low recall, 
syntactical difficulty and vocabulary ranked the two key sources of difficulty in 
comprehending the text both in high and low recall. This is also consistent with the 
result of the analysis of variable correlations which showed significant contributions of 
vocabulary and syntactical difficulties to the number of units recalled (as discussed in 
8.2.2). It is worth noting that, apart from vocabulary and syntactical difficulties, lack of 
comprehension monitoring, and lack of knowledge of rhetorical structure (as discussed 
in Chapter 5 and 6) seem to have made a significant contribution to the number of 
successful units recalled. In high recall, both were recorded at 12.5 % and 10.7% among 
the eight sub-independent variables. Whereas in low recall, the percentage was even 
higher at 16% for lack of comprehension monitoring and 11 % for lack of knowledge of 
rhetorical structure. This data is also corroborated by the perception of the participants 
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which placed background knowledge as the third highest source of difficulty at 56%. 
The correlational analysis also indicates that lack of knowledge of rhetorical structure 
was only third after syntactical difficulty and vocabulary with the level of significance 
at 0.389, meaning that it has a positive correlation with the number of units recalled. It 
strongly suggests that familiarity with the topic of the text and the awareness of how the 
text is structured plays a crucial role in the students’ production of recall. 
 
8.3.2 Reading Process in High and Low Recall 
The analysis of the reading process strongly indicates there is a correlation between the 
students’ performance on recall, the quality of recall and the types of reading processes 
discussed in the Review of the Literature. In this research, the students’ high recall was 
characterized by a high level of representation of both major and minor ideas. Whereas 
the students’ low recall was characterized by a medium to high level of representation 
of minor ideas and strongly indicated the reader’s more numerous attempts to apply the 
top down model of processing such as paraphrasing, guessing from the context, and 
summarizing and less use of bottom up processing. On the other hand, low recalls in 
general contained a higher number of fragmented phrases and overextended inferences. 
The reader’s deficiency in language specific knowledge might have accounted for the 
tendency to focus on individual words. This seems to make sense as the reader grappled 
with unfamiliar words, phrases and syntax; it might be hard to start looking at a text at a 
propositional level or even paragraph level to attend to the general idea of a long stretch 
of words. This seems to be in line with Grabe and Stoller’s statement (2002) previously 
discussed in Chapter 1, that poor L2 readers are slower in word recognition and 
generally weak at rapid and automatic syntactic processing because they “develop an 
overt knowledge of L2 grammatical structures before they become fluent L2 readers” 
(p. 23). 
As previously revealed in the Chapters 5 and 6, both bottom up and top down 
processing were likely to be used by both the readers with high and low recall. The 
difference lies in the intensity of the use of the two models of the reading process. There 
is a strong indication that students with high recall showed more intense application of 
266 
 
 
the top down model of the reading process. The higher number of major ideas most 
likely represented the readers’ use of higher level cognitive skills associated with top- 
down processing such as using background knowledge and bringing a hypothesis to the 
text to reconstruct the meaning of a text as a whole (Eskey, 1986). However, the high 
recall also contained minor ideas which were expressed in a quite coherent manner as 
evidenced from segments of the text which contained those ideas. This may also 
indicate that the students with high recall could have also resorted to a bottom up model 
of reading process in order to re-construct the meaning of the text. 
Thus, the interactive model might be the model most likely utilized by the students with 
high recall (good readers). As Eskey (1988) claims, fluent reading entails both skilful 
decoding and relating information to prior knowledge. Hence, it seems reasonable to 
add that readers become good decoders and interpreters of texts gradually but surely 
only when they are familiar with both lower- level processes, to name just a few, 
translation of written code or morphological processing and higher–level processes 
including activation of schemata or influence of attitude, motivation and reader interest. 
The high recall analysis provided textual evidence suggesting that readers develop an 
interpretation of text through the interactive process of “combining textual information 
with the information a reader brings to a text" (Widdowson in Grabe, 1988, p. 5). 
To conclude this section, it must be acknowledged that it was difficult to claim with 
assurance whether or not such an interactive model was being used by the reader 
although, based on the analysis, there was some textual evidence that may show 
attempts by the reader to apply the interactive model of processing. Therefore, the claim 
being made previously about this type of reading process must be best viewed as a 
possibility or the researcher’s subjective interpretation. 
 
8.3.3 Recall Quality 
 
Through the analysis of the readers’ recall, it was revealed that the students’ recalls 
varied considerably in terms of quality. The quality of recall was reflected in the 
number of recalls, the number of errors, and the level of representation of major and 
minor ideas in the students’ recall. It seems to be the pattern that the higher the number 
267 
 
 
of recalls, the higher the number of errors and vice versa. As touched on earlier, the 
errors in the students’ recall were not related to the verbatim of the recall or the surface 
structure but reflected a variety of problems with comprehension being faced by the 
reader and the underlying strategies to overcome such problems. Therefore, the higher 
number of errors may suggest the reader’s greater use of cognitive strategies and 
creative attempts to deal with the text. The quality of recall then depends on the 
accuracy of recalls in terms of pausal units. For example, a good quality recall contains 
exactly the same idea as the original text, resulting in the exact use of words within each 
of the pausal units in the translated text. 
Another indicator of recall quality is the level of representation of both major and minor 
ideas. High quality recalls contained a higher representation of major ideas whereas low 
quality recall contained more minor ideas as well as fragmented phrases and 
overextended inferences. Thus, based on the analysis of major and minor ideas, it can be 
concluded that good comprehenders have the ability to attend to texts both at a micro 
and macro level. They are more skilful in making inferences by assimilating and 
integrating their linguistic and background knowledge into the process of knowledge 
construction. Poor comprehenders, on the other hand, are less skillful in making 
inferences as they are focused on the individual word in the text so as to miss out on the 
general idea of the text, resulting in more fragmented or isolated phrases. 
 
8.3.4 Students Recall, Burt Word Recognition Test, Reading Age and Grammar 
Sensitivity test 
 
A comparison of high recall and low recall patterns reveals a number of salient features 
in regard to the relationship between recall performance and the results of the other tests 
such as the Grammar Sensitivity Test, Burt Word Reading Test and Reading age. It has 
been shown in Chapter 5 and 6 that the average scores of BWRT and Reading Age 
matched the number of recalls. Overall, participants with higher BWRT and RA scores 
produced a higher percentage of recalls whereas those with lower BWRT and RA scores 
produced a lower percentage of recalls. However, it has also been shown that the 
BWRT and RA scores vary greatly across each of the individuals in both high recall and 
low recall groups as well as in the rest of the participants outside the 12 case studies. 
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Some participants with low BWRT and RA scores belong to high recall groups whereas 
some participants with higher BRWT and RA scores produced a relatively low 
percentage of recalls. Therefore, it is difficult to draw a generalization from this type of 
data about the causal relations between Reading Age and level of L2 reading 
comprehension. Similarly, it might be premature to conclude that Reading Age can 
adequately be used as a predictor for reading comprehension nor can it provide 
assurance as to the direct relationship between Reading Age and L2 reading 
comprehension. 
What can be inferred is that, while higher Reading Age score may correspond to better 
reading comprehension, it cannot be used as a standalone predictor for reading 
achievement. In view of this, a more viable predictor can arguably be drawn from the 
GST scores. This is due to the fact that overall, the GST scores consistently matched the 
number of recalls; the higher scores on GST, the higher percentage of recall and vice 
versa. Similarly, this pattern of correlation can also be found in the rest of the 
participants outside the 12 case studies. Thus, it might suggest that strong grammatical 
knowledge may contribute significantly to reading comprehension, particularly when 
the reader has to make sense of a long stretch of words in a complex structure. In other 
words, participants with high GST scores are better at making inferences during the 
reading process. This assumption seems to align with a number of research findings on 
the relations between inferential making and reading comprehension (Oakhill 1984, 
1994; Cain & Oakhill, 1999; Cain, Oakhill & Elbro, 2003; Cain, Oakhill & Bryant, 
2000). These researchers have identified specific areas of difficulty in poor 
comprehenders, including problems with inference making, understanding story 
structure, and comprehension monitoring – that is, the ability to monitor and appraise 
one’s own understanding. They maintain that each of these skills is important in the 
prediction of reading comprehension over and above the contributions of word reading, 
vocabulary and verbal ability. 
More recently, Cain, Oakhill & Bryant (2000) examined the causal implications of these 
skills on longer-term success in the development of reading comprehension. Using a 
‘comprehension age match’ study design and in a separate longitudinal study, they 
concluded that the three core skills – inference and integration, understanding of text 
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structure, and comprehension monitoring – are all likely to be causal factors in the 
development of comprehension skill rather than just by-products of extensive practice in 
reading. In particular, it was revealed that these skills contribute independently, directly 
or indirectly, to reading comprehension across time. It is in this light that the finding of 
this research can be considered as complementary to Oakhill’s work. 
 
8.3.5 Students’ Recall, Prior Learning Experience and Motivation 
 
This research also sought to investigate whether the students’ recall performance was 
associated with the students’ learning experience and motivation. The interview with 
the students showed up different themes such as the learning environment on campus 
and in the family, learning resources, learning strategies, motivation, and perception 
about reading teachers and the teaching learning process in the classroom. Generally 
speaking, the the case study students showed different levels of motivation in learning. 
Whilst caution must be taken not to take the truth of their statements for granted, there 
were samples of language propositions which showed more explicitly what they truly 
meant such as “I started learning English in grade 7..I want to study not only English 
but other languages as well” (U1 HR1 T1), “I preferred English tex” and “I enjoyed it 
when the class was taught by a native speaker” (U1 LR1 T1), “I joined an English 
course for three years” (U1HR1T2), “I started seriously when I was in college although 
when I was in the fifth grade, I went to an English course for three years” (U1LR2).  
There were, however, some contradictory remarks which casted some doubts over the 
reader’s truthfulness. For example, one student (U1 LR1T1) said “I have seriously 
studied English since fifth grade” but then she also remarked “I lost my focus on 
English when I was in High School. I actually like German language better”. The same 
student claimed that she had read six novels but when asked to name one of the titles, 
she could not remember. Other contradictory remarks emerging during the interview 
included “I actually did not want to go to this English department, but my father forced 
me” (U2LR1T2), or “I started to like reading in the fifth semester... I cannot stand 
reading for more than one hour” (U3.LR1.T1). 
There was also evidence from the students’ narratives and statements which showed 
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different levels of reading engagement. Statements such as “I am very keen on reading 
novels”, “I would prefer to read Indonesian novels because they are easy to read” or “I 
don’t fancy reading, I prefer watching TV than reading” suggest to some extent 
different levels of reading engagement whilst the number of positive and negative 
propositions were not many. The first was made more by the students with high recall 
whereas the latter was associated with the students with low recall. 
It might be hard to draw a conclusion as to whether the students’ motivation has 
correlated with the recall performance. However, as far as their stories were concerned, 
it can be argued that the analysis of the students’ verbal responses strongly indicated 
that both motivation and reading engagement were strongly correlated with the quality 
and number of recalls. The analysis contrasting the high and low recall students showed 
that students with high recall scores generally showed strong motivation and moderate 
to fairly high reading engagement. On the other hand, the students with low recall 
scores showed only moderate levels of motivation and reading engagement. 
The theme of negative appraisal with the learning environment and the reading teachers’ 
teaching approach and strategies was a constant theme during the interviews. The 
students were generally disappointed with the way they had been taught. Such high 
levels of disappointment were expressed through varied remarks such as “I was not 
taught much about reading strategies, I have not been taught such details” (U1, 
HR1.T1), “yes, I have been introduced to different texts, how to analyze and 
developparagraph…but I still find it difficult” (U1.LR1.T1), “the reading materials 
only help me a little in improving my English” (U2HR1T1), “My reading lecturer rarely 
uses English in teaching us. The only time he uses English is when he reads the reading 
text” (U2.HR2.T2), and “my reading class is monotonous, the reading materials not 
varied, and little practice” (U3.LR2.T2). There is, however, one student who expressed 
positive ideas about the way she had been taught. This student commented “I like my 
reading teacher. He is a good teacher and I like the assignment that he gave to us” 
(U3.LR1.T1). 
It was quite difficult to be fully assured as to whether there is a correlation between how 
the students perceived their reading lecturers’ teaching approach and strategies with 
their recall performance as the positive and negative perceptions are shared by both the 
271 
 
 
students with high and low recall scores. This issue will be dealt with in the following 
section. 
 
8.3.6 Students’ Recall and Teachers’ Teaching Approaches and Strategies 
 
The interview with the teachers strongly indicated that the reading teachers in general 
have issues with how the curriculum had been designed. The majority of the reading 
class teachers did not feel comfortable with the syllabus. They expressed overriding 
concerns over the way the syllabus had been designed. In their points of view, the 
lessons were not thoroughly selected to take into account the gradual development of 
skills and knowledge of the students as well as the level of difficulty of the reading 
materials. The institutions did not have a well-informed reading curriculum based on the 
existing language learning theories and so there was a big discrepancy and mismatch 
between the set learning objectives with the number of hours allocated and the logistical 
support provided by the institution. In response to this, most teachers confided that they 
chose to go their own way in teaching reading classes. Some of them tried to figure out 
how a reading class was best approached and some others decided to go along with  
what the institution had provided. 
Most of the reading teachers generally experienced varying levels of desperation at the 
size of their classes. They thought the classes were too big to teach reading and this 
made the teaching inefficient. Some of the teachers also complained about the condition 
of the classrooms which were cramped and became hot during the classes. 
However, the interviews with the reading teachers also showed that the issues did not 
always come from factors outside themselves. Based on what they revealed about their 
teaching approach and strategies, there was an overwhelming impression that the 
reading teachers themselves lacked the proper knowledge of teaching how to learn to 
read English. The interview with the students supported this argument although some of 
the teachers showed a sound understanding. It can also be argued that the majority of 
the teachers were not themselves proficient speakers of English. This might be 
contentious but the interview with the students revealed that most students complained 
about their teachers speaking Bahasa in the reading class instead of English.This 
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assumption might be in line with the generally perceived lack of English proficiency 
among English teachers at different levels of education inIndonesia. 
Given the many issues encircling the reality of the reading teachers’ teaching class and 
strategies, it only makes sense that the analysis of the interview data with both the 
students and their reading teachers strongly indicated there was little correlation 
between the students’ recall performance with the way they had received reading 
instruction in class. Some students who had positive ideas about their reading teachers’ 
teaching approach produced low recalls whereas some others who were disappointed 
with the way they had been taught produced high recalls. Similarly, some teachers who 
seemed to have a good knowledge and skills in teaching reading had students who 
scored poorly on the recall. What can be inferred from the data is that the students’ 
reading performance seemed to be independent of language instruction. This led to 
another assumption that the development of skills in reading L2 texts is largely 
dependent upon the students’ own reading engagement outside the class and their 
previously acquired reading habits in L1. 
However, this is not to say that reading instruction is superfluous in the context of 
classroom teaching. It was evident during the interview that students were more 
motivated when the reading materials were varied and interesting and their reading 
teachers could provide clear explanation and examples regarding reading strategies. On 
the other hand, they were also disappointed when the reading materials were 
monotonous, and the teacher could not explain well. In addition, there was a prevailing 
sense of disappointment with the way the teachers gave them feedback for their 
assignments both in class and the written comments on their work. They also resented 
the teacher’s general negligence of punctuality to teach reading classes and their 
periodic absenteeism. 
Thus, although the research strongly indicates little correlation between classroom 
instruction and the level of performance on recall, teachers’ role is critically needed in 
providing learners with a strong boost in learning motivation through motivational 
strategies. Reading instruction - in itself part of motivational strategies - may not have 
an immediate impact on the success of comprehension, but involving learners in the 
selection of reading materials, providing timely feedback on the students’ work, 
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showing more commitment to teaching and care for students, and good observance of 
punctuality may boost students’ learning motivation and lead them to believe that they 
can make progress. It is generally accepted that motivation is key to language learning 
and success depends on sustained motivation over a long period. As Dornyei (2001) 
points out ‘the best motivational intervention is simply to improve our quality of 
teaching’ (p. 26). It is within this notion that the choice of methodologies in delivering 
the reading class will have an immense impact on the students’ decision to quit reading 
or continue reading towards a habit. 
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CHAPTER IX 
CONCLUSION 
 
It has been shown throughout the analysis that reading is a complex cognitive 
engagement involving not only different cognitive strategies required to construct the 
meaning of a text but also a range of factors such as learners’ motivation, learning 
experience, interest, and identity. Chapter four has revealed different cognitive 
strategies employed by the reader in attempts to construct the meaning of the text. The 
students’ use of replacement, switching, omission, addition, and mixing reflect different 
cognitive strategies to deal with the difficulties in comprehending the text. Whereas 
syntactical difficulty, lack of vocabulary and rhetorical structure knowledge seem to be 
the salient factors contributing to sources of difficulties in L2 reading, in addition to 
lack of knowledge of rhetorical structure. These three variables seem to be the most 
influential in L2 reading comprehension. The findings from the case studies in Chapter 
5, 6 and 7 has pointed to more evidence in support of the widely accepted assumption 
that fluent readers tend to apply an interactive model of text processing in which they 
skilfully utilize their background knowledge and text-based information to help them 
decipher the meaning of the text. On the other hand, poor readers tend to exercise a 
bottom-up reading model where they focus on individual words due to their lack of both 
knowledge of vocabulary and grammar. Here again both knowledge of vocabulary and 
grammar are the key determinant in L2 reading. 
 
It has also been suggested that the students’ level of learning motivation and reading 
engagement outside class seem to have significantly corresponded with the number of 
successful recalls. It is also noteworthy that there was palpable disillusion on the part of 
the student participants in regards to the reading teachers’ teaching approach, the 
reading texts, and the ways their teachers provide feedback. The theme of lack of 
support from peers and reading teachers in terms of opportunity to practice English has 
also come to the fore throughout the interviews. Along the same line, most of the 
reading teachers seemed to have demonstrated a lack of proper knowledge in teaching 
reading and were equally disappointed with the reading curriculum sanctioned by their 
respective university. There appeared to be some mismatches between their beliefs 
about teaching reading and the reading curriculum. 
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The findings of this research project have basically pointed to the complex nature of the 
L2 reading process. The following section discusses what implications the findings of 
this research could possibly bring to L2 reading pedagogy and L2 reading curriculum in 
a broader context. 
 
9.1 Pedagogical Implications 
9.1.1 Content and Quantity 
 
The analysis of the students’ recall has revealed that the interactive model of reading is 
most likely to be employed by both the students with high recall and low recall to a 
varying degree of intensity, depending on their levels of reading skills. As previously 
discussed, the interactive model (Rumelhart, 1977; Stanovich, 1980) stresses both top-
down and bottom-up skills underlying the interaction between reader and text. It 
assumes that skills at all levels are interactively available to process and interpret the 
text (Grabe, 1998). The interview with the students has also revealed that the majority 
of them considered the reading materials used in their reading class boring and difficult. 
Indeed, as far as the researcher has observed, the textbook ‘Basic Reading Power’ 
contains reading texts which are mostly bland and boring. The topics being presented 
are mostly alien to the students and hence do not seem to resonate with their 
background knowledge and interests. Lastly, the statistical data analysis discussed in 
Chapter 4 has also pointed to the importance of background knowledge in L2 reading. 
This means that familiarity with the topics is also crucial in enabling L2 reader to apply 
both the top down and buttom up reading process. 
These findings should attest to the need to pay more attention to the importance of 
content and quantity in the L2 reading class. The content of reading materials could play 
a significant role in ensuring that learners are fully engaged in reading. Good reading 
materials are likely to help learners sustain their motivation to read and engage in 
reading for an extended period of time. It is within this notion that reading motivation 
should not be understood as merely internal or phychological. Rather, it should also be 
understood as being intertwined with learners’ perception of the reading content; how 
they simultaneously position and are positioned by what they read. This is where the 
notion of motivation as being socially constructed could prove useful in the design of 
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reading curriculum in view of L2 reading material selection. Similarly, in addition to the 
content of reading materials, the intensity of exposure to reading materials could also be 
crucial in the development of reading skills. To develop reading skills, L2 readers need 
to be exposed to a substantial amount of reading materials over an extended period of 
time. However, at the same time, this also would require sustained motivation on the 
part of learners. Thus, the extent to which learners could engage with a large quantity of 
reading materials is closely intertwined with how the content of reading materials 
appeal to learners’ intrest so as to sustain their motivation over an extended period of 
time.  
This research thus seeks to suggest two different approaches to help learners develop 
their reading skill in terms of the interactive model of reading. First, as discussed in 
Chapter 2 Literature Review on the socio-cultural view of motivation, L2 learners’ 
investment is considered as a driving force (motivation) to act on and change the social 
reality and identity is the fundamental source of their investment. They would invest in 
language learning when they believe that such engagement would help them ‘acquire a 
wider range of symbolic and material resources’ (Norton, 2000). In the context of 
classroom-based instruction, this would mean that the content of reading materials 
should be carefully selected so as to resonate with students’ interests, cultural resources 
and knowledge so that they could establish a meaningful connection with the text they 
read.  In this sense, students’ motivation is anchored in their willingness to engage in 
reading because they could see the values in it and consider it as an investment for 
whatever they wish to accomplish in the future.  
Therefore, the design of reading syllabus might involve negotiation with students as to 
what types of reading materials they wish to engage with. L2 reading teachers may 
allow their students as much freedom as they want to choose their own reading 
materials from among a wide selection of appropriate texts. This approach enables each 
student to progress at their own rate and building on their reading materials, to develop 
schemata based on their interest. Of equal importance, because of the freedom to choose 
their own reading materials, students can make use of their knowledge resources or 
‘fund of knowledge’ to interact with the text. By doing so, the interaction with the text 
of their choice would position them in a way that accords with their identity and 
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acknowledge their agency. When this foundation for motivation could be established, 
teachers can then expect learners to enlarge their investment in learning by gradually 
engaging with a large quantiy of reading materials over an extended period of time. The 
4 year-study allotted to undergraduate courses in university should provide sufficient 
amount of time for such a purpose. In this case, L2 reading teachers might consider 
extensive reading as a way to engage learners with more reading materials. However, as 
discussed in Chapter 2 Review of Literature, the purpose of giving such extensive 
reading should focus on allowing learners to have pleasure in reading and to sustain 
their reading motivation. For this purpose, teachers may develop assessment standards 
which do not place too much burden on the part of learners.  
However, relying solely on the above approach would tend to place reading as an 
isolated activity devoid of social interaction which might suit certain types of learners 
but deter some others. Therefore, the use of such an approach must not be viewed as a 
stand-alone strategy in reading class. Reading teachers need to also take into account 
more socially-informed perspectives approach to teaching reading by engaging the 
reading class as a whole to explore interesting reading topics selected through a whole 
class consensus. The pre-reading activities might include introductory lectures or films 
related to the topic being discussed in order to stimulate students’ interests and activate 
their reading schemata. Students work in groups during which they collectively pursue a 
common goal. They engage in a discussion, learn how to collaborate and negotiate, and 
position themselves in a group while practicing listening, taking notes, and speaking in 
the target language. At the end of the discussion, they are required to make oral /written 
presentations. By doing this, reading is no longer isolated and taught as an end in itself 
but as a means to an end. 
 
9.1.2 Vocabulary Development. 
While the two approaches discussed above represent more of top-down/higher level 
processing characteristics of skilled readers, the reading class should also cater to the 
development of lower-level processing skills in which the focus is on recognition of 
forms and decoding of individual words. This is because the interactive model 
recognizes a large vocabulary as a pre-requisite to fluent reading skills. Since automatic 
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word recognition is more important to fluent processing of text than context clues as a 
first strategy, large-scale development of recognition vocabulary is crucial (Perfetti, 
1985). The analysis of recall, however, found some examples indicating that the 
students tend to understand a given word as having a fixed meaning. This might be 
reminiscent of the traditional way of teaching vocabulary in which the teacher presents  
a list of vocabulary in the absence of context, whereas current thinking converges on the 
notion that a given word does not have a fixed meaning, but rather a variety of 
meanings that interact with context and background knowledge. Knowledge of 
individual word meanings is strongly associated with conceptual knowledge. As such 
learning vocabulary is also learning the conceptual knowledge associated with the word. 
This means that teaching new vocabulary entails teaching background knowledge 
associated with it which may include the cultural context in which it is used and how it 
is used. Consequently, teachers must become aware of the cross-cultural differences in 
vocabulary and how meaning may be represented differently in the lexicons of various 
languages.  
Based on the above insights, it might be argued that to be effective, teaching vocabulary 
should involve an extensive and long terms vocabulary program alongside background 
knowledge development program. Rather than pre-teaching vocabulary for a single 
reading passage, reading teachers should teach vocabulary and background knowledge 
concurrently for sets of passages to be read at some later time. This should align with 
the two approaches discussed previously. 
 
9.1.3 Recall as a Measure of Comprehension and Evaluation 
 
Throughout the analysis of the data covering the analysis of the types and sources of 
errors, the quality of recall and the reading process, it has been revealed that the 
different types and sources of errors indeed showed the different problems faced by the 
reader and the accompanying cognitive strategies being applied by the reader to 
overcome the problems. It has also been described how the students’ recalls were 
beyond the verbatim or surface structure of the text. Therefore, through this research, it 
can be rightly claimed that the use of the recall protocol as a measure of comprehension 
has proven to serve what the recall protocol claims to measure. This aligns with the 
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general though not unanimous agreement amongst reading scholars that the recall 
protocol is a measure of comprehension. For example, Hayes (1989) concedes that the 
recall protocol can serve as a powerful tool to track the psychological process. With 
this, Bernhardt (1991) added that the tracking capability allows the researcher or the 
teacher to detect whether any lack of grammar “is interfering with the communication 
between the reader and text, while not focusing a reader's attention on linguistic 
elements in the text" (p. 200). In a more explicit and specific manner, Swaffer, Arens 
and Byrnes (1991) point out that writing the protocol in the students' native language 
helps reveal "how the readers' logical manipulations - their predicting, organizing, and 
inferencing about textual meaning - interact with their recognition of textual vocabulary 
and syntax"(p. 164). 
However, the use of the recall protocol as a formal evaluation in L2 reading class is 
worth questioning due to a number of drawbacks. First, as a formal evaluation tool, the 
use of the recall protocol does not seem to meet the principle of practicality and 
manageability. It involves students reading a L2 text, storing the information in their 
brain, and re-writing it in L1. This whole process requires procedures which are not 
practical. It is only possible with L2 texts of short length. With longer texts as normally 
used in the reading classroom, it would be time consuming and may raise issues with 
inter-rater reliability as teachers have to put extra energy and their minds to grasp the 
students’ recall. Although the recall protocol can eliminate the drawbacks of a discrete- 
point system test by providing no leading information or cues pertaining to passage 
content and thus requiring the reader to integrate the components of the reading passage 
well enough to be able to recall it in a logical and coherent manner, the researcher still 
thinks that the other conventional methods of measuring reading comprehension might 
be more rewarding provided that they were properly designed. 
 
9.1.4 Reading and Socio-Cultural Context 
Throughout the data analysis of the interviews with the students and the reading 
teachers, it was apparent that reading is a multi-dimensional engagement which could 
not be sufficiently dealt with through formal classroom instruction. Reading skills are 
acquired in line with the development of students’ motivation and interests that are 
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socially and culturally constructed involving the students’ immediate environment, 
upbringing in the family, inculcation of values of reading, as well as individuals’ need 
for self-development. As discussed in Chapter 5, this research has produced quite a 
conclusive finding that the quality of instruction and reading teachers’ English 
proficiency does not contribute significantly to the level of reading skills as reflected 
from the students’ recall in the research project. Summarizing the research findings in 
the field of EFL, Willis (2004) points out that language learning, even in a classroom 
setting, seems to develop independently out of instruction. Similarly, for Skehan (1996), 
language teaching does not and cannot determine the way that the learner’s language 
will develop. It is within the notion that this research concludes that reading activity and 
habit must be fostered through a socio-cultural approach taking into account the 
learners’ diverse interests, identity, agency and cultural background. 
 
9.1.5 Implications for the National Reading Curriculum 
 
It has been strongly indicated through the analysis that the students’ recall performance 
has a strong correlation with their reading engagement and motivation. Reading skills 
and fluency can only be acquired through persistent practice. It has also been discussed 
in Chapter I that the ability in L1 reading has some impact on the L2 reading ability. It 
is within this notion that reading skills and competence must be taught with a view to 
helping learners develop zeal and motivation for reading which in turn will sustain 
reading engagement for a long period of time as a foundation for the acquisition of the 
reading habit. For this purpose, the reading curriculum should take into account more 
socially informed perspectives to help understand reading activity as a complex process, 
instead of merely an activity taking place in a discrete cognitive space. L2 reading 
literacy is inextricably embedded in the social context requiring students as active 
agents whose decision to engage in reading is being shaped by different social factors 
such as social position, affiliation and belonging, identity and personal relevance. This 
is in line with a call for more socially informed perspectives of Second Language 
Acquisition (Block, 2003) as complementary to the long dominant cognitive- 
information based approach which views language learning as taking place in an 
isolated cognitive space with little consideration of the role of social context. 
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Unfortunately, the Indonesian national curriculum has yet to reflect such effort and 
focus on the acquisition of reading as a habit within a socially specific situated context. 
Rather, the national curriculum has long shown its overemphasis on the acquisition of 
‘hard knowledge’ such as biology, maths, chemistry, and science for the sake of passing 
school examination and academic records. It has been generally perceived that students 
at different levels of education from primary level to high school level are drilled with 
strategies and knowledge about examinations and the teaching learning process is 
therefore geared towards the examination. At primary education level, not much 
emphasis is given to the inculcation of reading values and the development of reading 
towards a habit through classroom activities. This research has provided insights into 
how important it is to help learners develop reading as a habit and that reading skills 
and fluency cannot be sufficiently dealt with by teaching them discrete reading 
strategies but it must address reading from a more multiple perspective. Therefore, this 
research concludes with a strong appeal to the government to start paying more 
attention to the internalization of reading values at the very early stage of formal 
education. And on top of that, there needs to be a change of paradigm from viewing the 
reading class as a discrete, compartmentalized cognitive activity to a more holistic view 
where reading activity and reading class is inextricably intertwined with various 
elements within asystem. 
9.2 Recommendation 
 
While this research has produced a number of findings as spelled out in the previous 
chapter, it also requires further investigation with regard to the use of the recall protocol 
as a research procedure to understand the nature of L2 reading comprehension. It is 
highly recommended that future research using the recall protocol involve a longer text 
and a more diverse group of learners in different contexts to provide more accurate 
information on the influence of memory and contextual factors. In similar vein, as the 
analysis has revealed that the reading instruction does not seem to contribute 
significantly the students’ recall performance, it might be worth conducting research 
into L2 reading based on an understanding of language learning as social investment 
(Norton, 2000). In this view, reading can then be seen as socially constructed involving 
learners’ agency. Therefore, future research may focus on students’agency in navigating 
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their reading engagement within a situated specific context. For this purpose, an 
ethnography approach to research into L2 reading with a longitudinal component is 
highly recommended to document the ebbs and flows of students’ agency in reading 
over an extended period of time. 
 
9.3 Limitations of the Study 
 
There are several limitations to this study. First, the study only used one type of reading 
passage (text genre), that is a descriptive text which consisted of only 254 words. 
Therefore, the findings of this research were limited to the areas typical to the 
descriptive text of similar length. Each text genre or passage can vary in a variety of 
aspects, and each of the aspects may bring about a difference in reading comprehension 
(Kim, 1995). The second limitation is that the small sample size of student and teacher 
participants limited the potential for transferability of the results. Therefore, the results 
or the findings of this research should not be considered as a representative of the whole 
population and cannot be used to generalize larger population but nonetheless they are 
very indicative. But the findings of this research could be a reference for anyone trying 
to look into L2 reading dynamics of EFL students of similar characteristics. 
Finally, the use of interviews and questionnaires to obtain more complete data for the 
analysis and as complementary to the recall protocol may not reflect what really 
occurred in the subjects. It is possible that some subjects would have given “make up” 
responses to the researcher due to the nature of relationship between the researcher and 
the students and possible asymmetrical power relations emerging during the interview. 
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APPENDICES 
APPENDIX 1 
‘ABOUT-THE-TEST’ QUESTIONS 
 
1. Apakah pendapat saudara tentang tes yang baru saja saudara kerjakan ? 
(What do you think of the difficulty of the reading passage?) 
a. Sangat sulit (very difficult) 
b. Sulit (difficult) 
c. Rata-rata (average) 
d. Mudah (easy) 
e. Sangat mudah (very easy) 
 
Comments: 
 
 
2. Aspek manakah yang saudara anggap sulit? (boleh memilih lebih dari satu 
pilihan) 
(What aspect(s) of the passage made it difficult?) 
a. Kosa kata (vocabulary) 
b. Tata bahasa (grammar) 
c. Panjang kalimat (sentence length) 
d. Panjang naskah (passage length) 
e. Latar belakang pengetahuan (Background knowledge) 
f. Waktu (time) 
 
Comments: 
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APPENDIX 2 
Interview Questions with Research Participants on Reading Materials 
 
1. Apakah saudara dapat memahami sepenuhnya teks bahasa Inggris tersebut yang 
baru saja saudara kerjakan? 
(How fully do you understand the reading passage in the test?) 
 
2. Ketika saudara tidak mendapati kosa kata sulit dalam teks bahasa Inggris, 
apakah saudara dapat memahami sepenuhnya teks tersebut? 
(If you did not find any difficult word in the passage, could you fully understand 
the English reading passage?) 
 
3. Apa  yang saudara lakukan bila mendapati kosa kata sulit ketika sedang 
membaca teks berbahasa Inggris? 
(What do you usually do when you find difficult words in reading an English 
text?) 
 
4. Dengan memilih cara sebagaimana yang saudara pilih pada nomor 3, apakah 
saudara akhirnya dapat memahami teks tersebut? 
(Using the strategy you mentioned above with difficult words, can you finally 
understand the English text?) 
 
5. Manakah saudara lebih tertarik, membaca teks bahasa Inggris ataukah bahasa 
Indonesia? 
(Which one do you like better, reading English text or Indonesian text?) 
 
6. Apa saja materi atau judul buku yang saudara gunakan dalam  kelas reading? 
(What reading materials [book titles] do you use in reading class?) 
 
7. Apa pendapat saudara tentang materi bacaan untuk kelas reading yang selama 
ini saudara dapatkan?  (berikan penjelasan terhadap jawaban saudara) 
(What do you think of the English reading materials you’ve got for the classroom 
or assigned to you so far?) 
 
8. Seberapa seringkah saudara mendapat tugas membaca teks bahasa Inggris? 
(How often are you assigned to read an English text?) 
 
9. Apakah jenis materi teks bahasa Inggris yang saudara dapatkan bervariasi? 
(Did you get  various types of English texts in your reading class?)  
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APPENDIX 3 
 
Interview Questions with Research Participants on Their English Learning 
Experience 
 
1. Sejak kapan saudara mulai serius belajar bahasa Inggris? 
(When did you start to learn English seriously?) 
 
2. Apakah sejak itu saudara pernah ikut kursus bahasa Inggris? Berapa lama? 
(Have you ever joined an additional English course since then? For how long?) 
 
3. Apa cara belajar  bahasa Inggris yang paling sering saudara lakukan? 
(Mengapa?) 
(What do you most frequently do to learn English?) (Why?) 
 
4. Sebutkan cara belajar lainnya yang sering saudara lakukan dan mengapa saudara 
memilih cara itu? 
(Please tell me the other  learning strategy, and why you chose that strategy).   
 
5. Sebutkan cara belajar bahasa Inggris yang saudara inginkan tetapi tidak dapat 
saudara lakukan. 
(Please tell me a way to learn English that you would like to do, but you cannot 
realize it).  
 
6. Berapa jam rata-rata saudara belajar bahasa Inggris dalam sehari? 
(How many minutes on average do you learn English daily?) 
 
7. Apakah saudara merasa sulit mendapatkan sumber bacaan bahasa Inggris? 
(Do you find it difficult to find English reading sources?) 
 
8. Apakah saudara memanfaatkan internet sebagai sumber bacaan bahasa Inggris? 
(Do you make use of the internet as reading sources?)  
 
9. Apakah lingkungan kampus saudara mendukung proses belajar bahasa Inggris 
saudara? 
(Do you think your campus environment support you to learn English?) 
 
10. Apakah lingkungan keluarga saudara juga mendukung proses belajar bahasa 
Inggris saudara? 
(Do you think your family support you to learn English?)   
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APPENDIX 4 
Interview Questions with English Lecturers on Teaching Strategy 
1. Apakah bapak/ibu menerapkan strategi pengajaran reading : pre-reading, whilst-
reading, dan post-reading? 
(Do you employ pre-reading, whilst-reading, and post-reading teaching 
strategies?) 
 
2. Apabila jawaban bapak/ibu, “Ya”, mohon deskripsikan tindakan apa yang 
bapak/ibu lakukan untuk setiap strategi, dan apabila jawaban bapak/ibu, 
“Tidak”, mohon juga deskripsikan strategi yang bapak/ibu pilih dalam mengajar 
reading. 
(If you answer “Yes”, please describe what you do for  each of the strategies, and 
If you answer “No” , please also describe the strategy/s you chose). 
 
3. Apakah bapak/ibu mendapati strategi yang bapak/ibu pilih berdampak positif 
pada pengajaran reading?  Kalau jawaban bapak/ibu, “Ya” Mohon bapak/ibu 
deskripsikan wujud dari dampak positif tersebut, dan sebaliknya apabila jawaban 
bapak/ibu “Tidak” mohon juga deskripsikan mengapa bisa demikian. 
(Did you find the strategy/s you chose yield positive impacts to the teaching of 
reading? If you answer, “Yes”, please describe the impacts, and conversely, If you 
answer, “No”, please also describe why it is so). 
 
4. Apa saja tipe tes yang bapak/ibu gunakan untuk mengukur prestasi mahasiswa 
dalam mata kulliah reading? 
(What types of test do you use to measure students’ reading comprehension?) 
 
5. Apakah tipe tes yang paling sering bapak/ibu pilih untuk mengukur prestasi 
belajar mahasiswa dalam mata kuliah reading? 
(What type/s of test do you use most frequently to measure students’ reading 
comprehension?) 
 
6. Apa saja tipe test yang bapak/ibu ingin gunakan untuk mengukur prestasi 
mahasiswa dalam mata kuliah reading, tetapi tidak dapat bapak/ibu lakukan? 
(Mohon deskripsikan kendalanya). 
(What type/s of test do you want to use to measure students’ reading 
comprehension, but you cannot or do not want to do it?) 
 
7. Apa pendapat bapak/ibu terhadap prestasi belajar mahasiswa secara keseluruhan 
dalam mata kuliah reading? 
(What do you think of the students’ overall reading performance?) 
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APPENDIX 5 
 
Grammar Sensitivity Test 
 
Find the word in sentence B which plays the same grammatical function as the 
underlined words in sentence A. 
Example One:  
                             A. The boy asked the girl for a cookie. 
                             B. The dog bit the cat. 
                                     A                     B 
                 Answer:    boy          =    dog 
                                   asked      =    bit 
                                   girl           =    cat 
 
1. A. The university lecturer was asked by the faculty secretary to give 
aprogress  report to the rector. 
B. The school teacher was approached by the student’s mother to give a 
special lesson to her daughter.  
               A                                          B 
                      University          =       
                       Give                   = 
                       Rector                = 
 
2. A. After going home, the man satdown at the table to have dinner. 
B. The little girl bowed politely in thanks when receiving the present.         
                             A                                           B 
                       Going                 = 
                       Sat                      = 
                       down                  =     
 
3. A. He decided to take a trip around the world after he had studied the 
different  customs of many peoples. 
B. When I saw him, I invited him to join us. 
   A                                             B                          
                           decided         = 
after               = 
                        customs         = 
 
4. A. The flowers will be delivered as late in the evening as possible so they 
willbe  fresh for the party. 
B. The workers  are working  night and day in order that the building will be  
finished at the scheduled time. 
                                 A                                         B     
                       Flowers                    = 
                       delivered                 = 
      party                         = 
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5. A. Among his friends of his age, the one who can speak English most 
fluently in  theclassroom is Ali although he cannot spell well. 
B. The man who stole the jewelry in his home hid until he could safely 
depart town. 
A                                            B                  
                     One                     = 
                     classroom          = 
                     well                     = 
 
6. A. The announcement that all flights were cancelled because of bad weather 
greatly distressed the waiting passengers. 
B. He carefully concealed his bitter disappointment that he was not given 
the appointment he had asked for. 
A                                           B        
                          greatly                    = 
                          distressed              = 
                          waiting                    = 
 
7. A. The dalang (puppeteer) of wayang wong has a much easier job 
compared with   the one  of wayang kulit as the figures in wayang wong 
make the conversation  themselves. 
B. Having certain patterns of dance movements and dresses, the classical 
version of   wayang  wong performance originated from Yogya and Solo 
palaces attracted many foreign  tourists. 
A                                           B                     
                         Dalang          = 
                         Has                = 
                          of                   = 
 
8. A. One major difficulty of an underdeveloped country regards the few 
leaders who are knowledgeable enough to run the government. 
B. His best-selling book which was written under a pseudonym and is well-
known nation-wide, should generate much publicity which will be 
valuable for his  reputation. 
A                                          B                      
                          major                       = 
                          leaders                     =            
                           Knowledgeable      = 
 
9. A. After she put the children to bed, she sat with her husband to plan their 
summer  vacation. 
B. She went to the cinema to please her husband although she disliked the 
murdertheme of the movie. 
A                                         B     
                     After                  = 
                     Put                     = 
                     Vacation            = 
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10. A. He boughthis loving wife, the daughter of a poor mother, an 
expensivecar for her fiftieth birthday.  
B. Mrs. Ani, who has had four children, nursed her sick uncle, a kind and    
generous man, for her entire  life. 
                            A                                            B 
                      Bought             = 
                      expensive        = 
                      fiftieth              = 
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APPENDIX 6 
Reading Text for the Recall Protocal Test 
 
Emmeline Pankhurst was born in Manchester in 1858 to Robert Goulden, a successful 
businessman who was also a committed socialist and Sophia Crane, an ardent feminist. 
Together with her daughters, Sylvia and Christabel, she is remembered as one of the 
major figures in the fight for women’s suffrage. Although the suffrage movement had 
been active for at least thirty years, it was her founding of the Women’s Social and 
Political Union (WSPU or The Union) in 1903 that really fired the  public’s  
imagination and made ‘Vote for Women’ the subject of theday. 
 
The small group began with peaceful protests. However, convinced that such methods 
would not bring the desired result, Christabel and Emmeline decided that a more 
militant approach was needed to force the government to take notice of their demands. 
The motto of the WSPU was ‘deeds not words’. These militant campaigners became 
known assuffragettes. 
 
On October 13th,1905, the day before a General Election, Christabel and another WSPU 
member disrupted a Liberal Party meeting in Manchester by asking ‘Will the Liberal 
Government, if returned, give votes to women?’ The question was not answered, so it 
was repeated by the women who were then summarily ejected from the meeting by the 
police, who charged them with obstruction, ordering them to pay a fine or face 
imprisonment. Emmeline offered to pay the fines, but Christabel refused, preferring to 
go to prison for the cause. Her pioneering action brought a good deal of publicity to the 
movement, encouraging more women to join their ranks. 
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APPENDIX 7 
Reading Passage with pausal units 
 
 
Emmeline Pankhurst / was born / in Manchester / in 1858 / to Robert Goulden, / a 
successful businessman / who was also a committed socialist / and Sophia Crane, / an 
ardent feminist. / Together with her daughters, / Sylvia and Christabel, / she is 
remembered / as one of the major figures / in the fight for women’s suffrage. / Although 
the suffrage movement / had been active / for at least thirty years, / it was her founding 
/ of the Women’s Social and Political Union / (WSPU or The Union) / in 1903 / that 
really fired / the public’s imagination / and made ‘Vote for Women’ / the subject of the 
day. / 
 
The small group began / with peaceful protests. / However, / convinced that such 
methods / would not bring / the desired result, / Christabel and Emmeline decided / that 
a more / militant / approach / was needed / to force the government / to take notice / of 
their demands. / The motto of the WSPU was / ‘deeds / not words’. / These militant 
campaigners / became known as suffragettes./ 
 
On October 13th,1905, / the day before a General Election, / Christabel and another 
WSPU member / disrupted a Liberal Party meeting / in Manchester by asking / ‘Will  
the Liberal Government, / if returned, / give votes to women?’ / The question was not 
answered, / so it was repeated / by the women / who were then / summarily / ejected / 
from the meeting / by the police, / who charged them / with obstruction, / orderingthem 
/ to pay a fine / or face imprisonment. / Emmeline offered / to pay the fines, / but 
Christabel refused, / preferring to go to prison / for the cause. / Her pioneering / action / 
brought a good deal of publicity / to the movement, / encouraging more women / to join 
their ranks. / 
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OM     SW                              RP  
Emmeline /......./......../......./ was a fighter for women’s suffrage / in the early 20’s. / Born to  
RP 
socialist family /.........../ ........../.........../ ........../    ........./......./......../........./ She had fought for women 
                   SW   RP  
suffragesince she was young.  In the early 20th century/ ......./ ......./........./ in 1903 / she established / 
 OM     RP    RP   
....../ the Union /which made / the society at that time aware/ ....../......../ that women had the same  
 
political rights and to be chosen 
 
RP                          SW 
Christable and Emmeline began / their protest with peaceful actions,/at the beginning. ........../........./  
  RP             RP   SW               RP                                       OM                            RP  
........./.........../ They decided / to start / a harder campaign, /  a   / militant / action, / to force the  
 RP      RP 
government/ to meet / their demands. / The motto of their organization was / ‘deeds/ not words’. /  
 OM       RP  
The campaigners/ were finally called ‘suffragettes’ / 
 
RP                                                                                       AD                         
In the midst of October, 1905, /……………/ the daughter of Emmeline, Christabel and another 
WSPU member 
                                                                                        OM   SW                                                                        
/disrupted  a Liberal Party meeting / and asked  / “Will the Liberal Party , / if returned  
                                                                                                                                                      SW 
 / give the votes to women?” /The question was not answered /so they repeated the question  
                                                                                     OM  
question./......../ They were finally/ ejected / from the meeting / by the police /............/................/  
SW     RP                                                                                       OM 
because of their disruptive action, /and were asked/ to pay a fine / or face imprisonment / Christable  
         RP     SW                                                                          RP                                                                   OM 
/chose to go to prison/ for the cause / although her mother offered / to pay the fines. / Her / action /  
        RP                               AD                                                              
gave good publicity and propagation / to the movement/ and encouraging more women / to join her  
 
rank / 
APPENDIX 8 
 
Students’ Pausal Unit for Each Individual (N-30) 
 
 
1. Intan  
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2. Endang 
 
 
 
 
 
 
OM       SW    OM 
Emmeline / was born / in Manchester/ in 1858 / His father is / a successful businessman / 
Robert. /  
 
......./......./......./Emmeline had two daughters namely Sylvia and Christabel. / Together with her  
OM     OM   
daughters, /.............../……….../………../ fight for women’s suffrage. /………../ 
…………/............/.  
 SW RP  AD OM  
In 1903,/ she established /an organization called Women Social Union.  
 
/….../..……../………../.........../ 
 
 SW  RP  SW 
At the beginning this organization held /protests peacefully/. However, /........./........../........../ 
the  
         AD 
proteststhat they held did not receive serious response from the government. Finally, 
Christabel and  
 SW RP          RP   RP    
Emmeline decided / to do / a rather / harder / approach / so that the government / took notice 
/of  
       OM 
their demand / ………/……….  /………… / The incident/became known as … / 
 
   OM          AD  
On 13 October 1905, / before a General election was held,/ Christable and another WSPU 
member/  
    OM  SW                       OM  
disrupted a Liberal Party meeting / They asked / will  the government /............/  considered the  
    RP  AD   SW 
women voice. / But they did not get the answer to the question / they asked./That made them 
keep  
 
trying to get the answer to their question by disrupting the liberal party meeting./ As a result, 
they  
 
were taken into custody / by the police./......../........./........../ There were two options at that 
time,   
       RP    OM 
whether / to pay a fine / or face imprisonment. / Emmeline chose/ to pay the fines /but 
Cristabel /  
SW RP 
chose to go to prison /......../.   ........./........./.........../......../........../........../ 
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3. Joko 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
     RP  
Emmeline Pankhurst / is a successful business woman. / She / was born / in Manchester/ in 1858. / 
      
  ......../......../ Together with her siblings,/ she is remembered / as one of the major figures / in the  
 
fight for woman’s suffrage. / Although the relocation of Suffrage/......../ had been active / for at 
least  
        RP                             RP 
3 years, /........./........./........../.........../........../........../.........../........../ the issue exploded / becoming 
the  
 
talk of the public./ She also received / a lot of supportive votes from the society.  
 
SW  OM    SW 
There were small groups who / protested peacefully / about the issue of suffrage. Because why, /  
            OM   
However, / such methods / would not bring / the desired result.  Therefore, / Emmeline and  
RP 
Christabel made / an /......../ approach / to several militants.  They were much needed in this issue.   
 
The purpose of Emeline and Christabel in approaching the militants was to ask them/ to force the  
     RP     OM 
government / to take notice of their demands. /Their motto was / “deeds / not words”./These 
militants  
 
campaigners / became known as suffragettes.  
 
                                  RP 
On 13 October 1905, /………./ Christabel with another WSPU member/ came / to a Liberal  
    
Party meeting / in Manchester by asking / “Will the liberal government/ if returned  
 RP        SW    OM 
/will support them? / The question was not answered,/ so the women repeated the question /and 
then  
 
/summarily ejected / by the police./ ........../........./........./........./........./. Emmeline offered /………./ 
 
but Christabel refused /.....…/.....…/ ...……./ …….../......…/……….../........./........../ 
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Emma Pankhurst / was born / in Manchester / in 1858. / She was married to Robert,/ a successful  
       RP  SW 
businessman / anda social worker /........../.........../........./........./ Emma had two children named /  
 
Silvia and Christabel / Emma was a figure with social spirit. /………./……… /……… /  ……..  
 
/………./Her activities in society are very much admired. She did not prioritize her own  
     RP 
interests  but people at large. She fought/ for over 30 years. / ……… / …… /…….. / ………/  
 
…….. /….. .. ./ …….. /........./ Her career in socio political world was getting more  
 
acknowledgment from many groups. Until in 1903, he received the Union award as a woman who  
 
was brave to fight for the rights of many people and because of her actions and  contribution in the  
 
socio political areas. 
 
 
 OM 
The small groups /......./  owned by Emmeline and Cristabel received a pro and con from the  
 
society. Also there was opposition from the government./However, /…....../......../........./......../........./  
         
........./......../........./ Emmeline and Cristabel held on to  one motto  namely /........ / ‘ deeds / not 
 
words’. /........../........../ That was what made Emeline and Cristable remain strong……./……/  
 
 
          RP                          OM 
Christable and another WSPU member / came to Liberal Party / in Manchester. She  
  SW            AD 
asked / ‘Will the Government, / if returned, / give votes to woman?’’/ But the question was not  
 
answered/ and there was no answer at all /…....../........../........../........../.........../ 
 
.........../........../........../........./........./........./........../........./........./........./.........../........../......../........./  
 
........../......../......../ Even until Christabel asked the police and had argument with Emmeline. The  
 
police responded in not good way.  Cristabel’s appeal did not seem to bring results. 
 
 
4. Ririn 
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Emeline Pankhurst / was born / in Manchester/ in 1885. / ......../ ........./ ......../ She was a woman who  
 
succeeded her business and was a member of socialist / and Sophia Crane, /…....../. Together with her  
     
daughters, / Sylvia and Christabel, / She  is remembered / as one of the major figures/ in  
OM                  AD   RP                   RP 
Women Suffrage Movement./ Although the organization / had been active / for more than 30 years,/ it  
 
was still trying  hard to have  the right for suffrage. /........./......... /.........../ ....... /........../........../..........  
 
/........... / 
 
  RP                 SW  
The small group had been doing / peaceful protests / however  / the results  they received / from using  
   RP  SW       
thismethod /......./wasn’t the same as what they desired. / Therefore, / Christabel and Emmeline /  
SW RP      OM                   RP              
used / a  more / militant  / approach / to force the government / to listen / to them. / With a 
harder  
      OM  
and more militant approach, they were known /with the motto /‘deeds /not words’/......../........./ 
 
         OM 
On October 13th, 1905 / the day before a General Election, / Christabel and other members / disrupted 
      RP     OM 
A Liberal Party meeting / in Manchester by asking /‘ Will the party, /if returned,/ give votes to  
 
woman?’  /The question was not answered /........./........../.........../........./........../........./ ....../ so the  
 
woman activist rejected the meeting / which was held by the party. / The police  who were keeping a  
        RP 
watch on the meeting/ offered the activists /to pay a fine, /......../ and Emmeline decided / to pay the  
 
 SW         SW RP 
fines,/ but that was rejected by Christable. / Christabel chose to go to prison /…………./rather than  
 
paying the fine.  ........./......../........./........./......../........../   With her idea, she hoped that women would  
 
get their rights in the government. 
 
 
 
 
 
 
 
5. Yeni 
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       RP   AD 
Emmeline Pankhurst / was born / in Manchester/………./ to a father, /a very successful businessman. 
          OM RP   RP 
 /........./........./........./........./  She is remembered / as an important figure / in women movement. /  
  SW RP 
......./........./......../ She established /......./......../........./ a very big women organization WPO. An organization  
    OM  
which pioneered/........./…......./ ‘vote for women’ / ........ /or voice for women.  
         
At the beginning Emmeline and her siblingsbegan the action  by forming/  small groups/ which prioritized  
         OM                           RP 
peaceful protests./ However, / after such action started, it turned out that /the small groups /........./did not  
    RP  RP   SW   RP  RP  
bring / the desired result. / They thought / that they had to use another / approach/ which was more / militant 
  SW    RP      AD  
/ or extreme./ Then they established WSPU with a motto /‘deeds’/ not words’. / The militant campaign  
  RP  RP     AD 
movement/ was more known as suffragettes 
 
      RP 
On October 13th   1905 / Christabel and her friends in the organization of WSPU / called for conference  
      OM   
which was held by  a liberal party,  precisely /......../  in Manchester / the day before  a General Election. /  
SW   RP     RP  AD 
They asked / if the liberal party /......... / was willing to give their votes to women. / But the question was not 
       OM  RP 
answered, / so  it was repeated / by the  women / who were / ejected / from the conference / by the  
 
police./....../......../......./......../........./ ......../........./........../........../........../.........../........../........../.........../............/ 
 
Since then many women finally followed the steps of Christabel and Emeline 
 
 
 
 
 
 
 
 
 
 
 
 
6. Amir 
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Emmeline Pankhurst / was born / in Manchester /  in 1858.  / Her husband was Robert Goulden/ 
MX   OM  
whowas a businessman. /........./ ........../......../  Together with her  daughters, / Sylvia and Cristabel  
 
/........../.........../.........../ she revived the feminist movementcalled /......../......../......../......../ Woman  
   OM 
Social and Politic Union / (WSPU) / in 1903. /........./........./Because of this at that time became 
well- 
  OM 
known/‘ vote for woman’. /........./ Emmeline and her two daughters brought big impact on 
women  
 
emancipation especially in social and political area. 
 
  AD                                           RP  
The small groups began their days / with peaceful protests. /.............. / convinced that their 
campaigns  
          RP 
/ would not bring / the desired result / using  their present method, / Emmeline and Christabel 
tried / 
  OM 
another method with/ a  / militant / approach / to force the government / to take notice / of their  
 
demands. / The motto of the WSPU (Woman Social and Politic Union) was / ‘deeds / not words’. 
/  
 RP 
These militant campaigns / became known as suffragettes./ 
 
 
On 13 October 1905, / the day before a general election,/ Cristabel and another WSPU member/  
RP      OM  SW 
followed Liberal Party Meeting /and asked a question / ‘ Will the Liberal Government, / if 
returned, / 
   AD 
give votes to woman?’/ However, the question was not answered / so it was repeated / by the 
woman /  
   OM           RP   OM                         OM 
but she was/.........../........./ ejected / by the police / who threatened by/......../ ordering them / to 
pay  
    RP 
 / or face imprisonment/.  Emmeline preferred /  to pay the fines / but Cristabel refused, / 
 
preferring to go to prison /......../  if she had to. / ........./........./........../.........../.........../.........../ 
 
 
 
 
 
 
 
 
 
 
 
 
 
7. Susi 
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8. Amelia 
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     SW          RP 
Emmeline Pankhurst/ was born /  in Manchester / in 1858 / Her father was / a successful 
businessman 
 OM   RP      OM 
/ and a socialist /  whereas her mother was / a feminist.  / Together with her daughters, / Sylvia 
and  
     OM  AD  RP 
Cristabel, /she became/ a figure   /who pioneered the fight for the awakening of women / who 
was  
     RP 
feared at that time and became / the pioneer  for woman suffrage/for the present............/............/ 
 
............./............/........../.........../............./.........../........../........../........../ They became a militant 
group 
 
who fought the government for their rights /.  
 
 
The small groups began / with peaceful protests/. Then / convinced that such methods / would 
not  
       SW RP        OM 
bring / the desired result, / Emeline and Christabel decided  / to do  /  a  / militant  / approach /  
    AD                                      SW      RP  
which was needed /......../......../......../ to fight against the government/.  Their movement took the  
    RP        RP   AD 
motto /  ‘ deeds / not words’. / It was this movement / which was called  women suffragette.  
 
 
On 13 October 1905, / the day before a general election, / Christabel and another WSPU member 
/  
  RP     OM    SW  RP    AD 
disrupted parliamentary meeting. / They asked /  how the liberal government /......./ give votes 
back to 
       SW 
women? / The question was not answered,/ so the women repeated the question /and clashed 
with  
      SW RP 
the police / government. /.........../........../........../......../......../ The police offered them / to pay a 
fine / or 
 
face imprisonment. / Emmeline offered / to pay the fines / but Christabel refused, / preferring to 
go to 
                                  OM 
prison. /........./ Her  pioneering / action /.......... / .......... / encouraged women /........./ to always be  
 
brave to fight for their rights. 
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9. Marlina 
 
 
 
   RP   SW                                      AD 
Emmeline Pankhurst /was the child of Robert Goulden/ who was born in Manchester in 1858 / a  
 
successfulbusinessman /......./and also a social committee./ Together with her daughters,/ Sylvia 
and  
    OM  
Christabel, / she is remembered /as a major figure / in the fight for woman suffrage. /Although 
the  
OM 
movement / had been active/  for 30 years, /........./........./........./this became the strong 
foundation  for 
      RP    SW   RP 
women in political and social field. /  In 1903, / the movement became/the main topic  which 
was so 
      AD  RP                AD 
widely spoken/ that it produced an expression “vote for woman”/ support women and/ became  
the  
 
subject of the day. / 
 
  AD      OM AD 
The small groups began  their actions / with peaceful protests. /  However / the action used as 
their  
  RP      SW  RP      OM 
method  / did not bring / the desired result. /Christabel and Emmeline decided / to use  / a  /  
   RP  
militant/ approach / to fight against the government /............/........../......../......../ and their 
women  
RP  SW 
social organization had a motto / ‘ deeds / not words’. /......./......./ So they held campaigns which  
 
promoted their motto in order to minimize the change toward emancipation. 
 
   OM         RP    OM          AD 
On 13 October 1905, / before a general election / the women group/ came to a liberal party / 
held in  
   SW 
Manchester and they asked a question / ‘ Will the liberal government,/  if returned,/  give votes 
to  
 
women? / The question was not answered, / so it was repeated /  by the women / whose result of  
 
summarywas/ ......../ ejected /  by the police. ......... / ........ / ....... / ......... / ........ / Emmeline did  
 
favor to the government,  unlike Christable who insisted on her demands, / preferring to go to  
 
prison/........./......../........./......../........../........../........../........./........./.........../to giving up but her 
action  
 
was accepted by the government . And they managed to hold an election involving women.  
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10. Ita 
 
 
 
 
                  RP 
Emmeline Pankhurst / was born / in Manchester / in 1858 / to Robert Goulden, / a successful 
worker 
         OM  
/......../ who also held a position as a social commission/ and Sophia Crane, / a feminist. / 
Together  
                AD    OM 
with her siblings, / Sylvia and Christabel, / she is always remembered / as a major figure / in 
the fight  
 
for woman’s suffrage./ ........./........./........../........../ Although it happened 30 years ago, but the 
fight  
   OM 
was recorded at/ WSPU (Women Social  Union)/......./ in 1903 /......... / ........ /  and that  
RP    
became ‘vote for women’ / of the day. 
 
 
               OM              AD     RP 
The small groups began / with peaceful protests. /However, / the method they used  / did not 
bring /  
         AD 
the desired result. /  So Emmeline and Christabel decided /......../......../......../......../........./.........../   
 
to approach the army to fight against the government and made notes/ of their demand./ The 
motto  
 
of the WSPU was /  ‘ die or live decently in the world’/   
 
   OM 
On 13 October 1905, / before a General Election, / Christabel and another WSPU member / 
refused to  
 
come to a meeting party/........../........ /  with a theme/ ‘ Will the liberal government,/  if 
returned, /  
 
give votes to women?’/ The question was not answered, / so they rejected   the change of the  
 
government to liberal / ......  / ........ / ........ / ........ / ......... / .......... /  by the police /......../........./  
........./  
                       RP 
who sent them to prison / by paying a fine. /........../ Emmeline agreed / to pay the fines / but  
 
Christabel refused /......./......../ to pay the fines because there was no clear reason./So 
Christabel and  
 
others agreed to fight against the government and join. 
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11. Ananda 
 
 
 
 
 
 
 
Emmeline Pankhurst / was born / in Manchester / in 1858 / to Robert Goulden / a successful  
 
businessman /........../ and Sophia Crane. /........../ Together with her daughters, / Sylvia and 
Christabel, 
 
........./........../  Emmeline established a movement to support women suffrage.They established/ 
 
an organization to protect their activities  / in the fight for women suffrage./  ........../........../ 
........../  
      SW                                      SW 
The organization was called /........../ WSPU or The Union, / founded / in 1903./The movement  
RP  RP 
encouraged / public spirit /  and support so as to produce a jargon ‘votes for woman’ / which 
made  
 
‘vote for women’ / the subject of the day.  ‘Vote for women’ was a jargon to support the 
existence of  
 
women in the parliament or government.  
 
 RP                AD                          AD 
The organization (WSPU) began their movements / with peaceful protests./ However, 
/eventually  
   RP    RP   SW    OM              AD 
Christabel and Emmeline preferred /  to use  / a   / militant / approach  or protests /  because / 
they  
RP 
thought  such method / would not bring / the desired result./........./........./........./    They wanted 
the  
 
government to respond and followed up their protest about women suffrage. For their 
contribution,  
 
they finally/ became known as ‘suffragette’./ The motto of the WSPU was / ‘deeds / not words’. 
/ 
 
         RP 
On 13 October 1905,/ the day before a General Election, / Christabel and some other WSPU  
   OM  OM 
members / disrupted a ‘liberal party’ / in Manchester, / a party attended by the liberal 
government./ 
 SW  AD 
They asked a question to the audience/  ‘If the government system is returned to liberal system,/  
will  
OM 
the government / give votes or strategic position to women / in the government?’ /  
Unfortunately/  
       
the question was not answered / ......... /.........../  until those women were / summarily ejected / 
by  
 
the police /.......... / ........../......../ and faced with prohibition in organization, /paying a fine / or 
facing  
 
imprisonment./  Emmeline offered / to pay the fines / but Christabel refused, /  preferring to go 
to  
           
prison / for the cause./ Her  pioneering / action / ........./ ......../  encouraging women / to join their  
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12. Tono 
 
 
 
 
 
 
 
 
 
 
       OM            MX          AD 
Emmeline Pankhurst / was born / in Manchester /  in 1859, / to Robert / who was a rich and  
   OM 
successful businessman / and a socialist./ ......../......../  Emmeline Pankhurst was the daughter of  
      
Laurent/ who was also a socialist. / Together with her sister-in-law, / Ivane and Christine, / 
......../  
 
........./........./ they established an organization for women which deals with social issues/ ........./  
          
........./ ........./ ......./ ......./........./......../......../  In 1903, / or the last 30 years, / it was her founding  / 
of  
 
Political organization founded in 1908.That was a brief history of the founding of the social  
 
organization which deals with the issues of women around the world.  
 
   
The small group came/ from people who loved peace. / However, / ........../........./ ........../ ........../  
 
........../ ........../ ........../ ........./........./........./........../ ........../ quite a number of people pose an 
obstacle in  
 
the social organization which was concerned with women.  /............/........../ Especially the  
 
government who showed little care, as stated by Emmeline and Christabel.  However, they never 
gave  
   OM 
up, because they had / a motto /  ‘ deep is/ not words’ / . ........./........./ Thus, they considered all 
the  
 
troubles as a challenge to overcome.  
 
     RP           RP    OM 
On 13 October 1905, / the day before a general meeting,/  Christabel / held a meeting /........../ or 
a big  
     OM                                         OM 
party, where during the meeting Christabel / asked a question /‘ Will the government/ ........./  
give  
 
votes to women?’. / ........./........../.........../........../........../........./........../ which was asked before, and  
 
brought up during the meeting attended/ by the police. /.........../........../........../.........../............ .  
      MX 
/........../.........../.........../...........  .  /.But Emmeline preferred to / face imprisonment, /........./........./  
 
............./.........../............/............/. whereas Christable preferred a reconcilliation 
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13. Yuni 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
OM  AD 
Emmeline / who was born / in Manchester / ....../ together with Robert Goulden/ a successful  
           
businessman /........../........./........../.  established a community for charity. / Together with her  
siblings 
 
/........./............/.........../........ . /........../......../........./........../............/  in that community. The 
community  
 
was called / WSPU or the Union /......../........./........./........../.  Where the organization became/the  
 
subject of the day. / 
 
 AD               RP 
The community or small groups held  /  peaceful protests ./ However, / ........./........./........./........./  
 
/............/............./............./............./............../........... /  they were not responded and they made 
an/  
        RP         SW 
approach / to the militiants for what they need. They had a motto, / this WSPU community had a 
motto  
    OM 
/ “ deeds / not words”. / These campaigners /  became known as suffragettes./ 
 
        MX 
On 13 October 1905, /............/............/............./............/ the gorup /was  ejected  / from  the 
meeting/ 
    RP AD  
Liberty party meeting/ in Manchester. Because their question / “ Will the government,/  if 
returned, /  
    SW 
give votes to women? /  They did not get the the answer / and eventually/ it was repeated / by the  
    OM 
woman, / finally they were/ ......../ ejected / by the police, / ......../ ......../........./......... / 
          MX 
If they paid, they would be set free, but if they refused, they would/ face imprisonment. / 
Christabel  
OM 
offered / to pay / but Emmeline refused, /  preferring to go to prison /......... / ........./......../.........../ 
 
............/............/ With her option, they received sympathy and many women finally / joined their 
rank./ 
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14. Kustini 
 
 
 
 
 
 
OM              AD 
Emmelline /  was born  / in Amsterdam in 18..  /.........../ he was a successful man a businessman  
      
/.........../ ........./.........../. Together with her two siblings, /........../.........../.........../........../ he 
established /  
 OM 
the woman suffrage, / which is the women fight to live in social community . Emmelle was a 
graduate 
      SW 
in social science. ........./........./........./........../........./ she founded / the women suffrage in 18... with 
the  
   OM 
name or often called / the union / (WSPU or the Union). ......../............/............/........./ He carried 
out a  
 
research on women struggle along with her two siblings  who were also graduates in social 
science.  
 
 AD                     OM 
The founding of  these small groups began /with agreement and/ protest. / However, /........../ it / 
did  
RP                                                                      OM                                  RP           OM 
not bring  / the desired result. / Emmeline and Chris then made /  a  / militant  / approach /......../  
 
.........../.........../ ............/ ............  /............../ ............./ ................/................/.............../  by 
cooperating  
 
with WSPU. But this approach did not use the words for suffragettes 
 
         
On 13, October 1905 /........./............/.........../............./............./.........../........../  Christabel held a 
closed 
 
meeting  with members of WSPU./   They held a party while having a meeting.  At the meeting, 
they  
       SW                      SW   RP 
discussed about the women, and asked about the women, / but there was no answer / and asked  
 
again/........../.........../............./............/............../............./............./............../............./............/............
...... 
 
./............./............/............./............../............./............./............./............../............/............./............../
...... 
 
....../.......... 
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15. Yasmin 
 
 
 
 
 
      AD       MX 
Emmeline Panhurst / was born / in Manchester/  in 1858 / to a father, Robert Goulden / who was a 
successful  
  OM     AD   SW 
businessman / and also a committed socialist /  and a mother named Sophia Crane, /  a women 
activist/from  
      OM   
the ardenist. / Together with her daughters, / ............/ She  is  /one of the major figures /  in the fight 
for 
                            AD 
women suffrage, / although the suffrage movement  / had been active /since 30 years, / it was in 1903 
/ 
      AD    RP   RP    RP 
Emmeline became well-known because of/ the WSPU organization / had seized / public attention / 
and used 
 
‘vote for women’ / as the slogan. 
 
    RP    RP 
The small groups began with/ silent protests./  However,  / knowing that the method / would not bring 
/ the  
     RP  SW         OM 
desired result, /Christabel and Emmeline thought / that they had to do /   a   / militant /approach / 
......./  
 
than before. They looked for ways how/ to force the government / to take notice / of their demand. / 
WSPU  
SW       RP 
had a motto / ‘deeds / not words’ /    This finally/......../  made them known  as suffragettes.  
 
 
 
On 13 October 1905, /  the day before a General Election, /  Christabel and another WSPU member /  
       AD 
disrupted a a Liberal Party meeting / in Manchester, they entered by asking/ “ Will the liberal 
government, /  
          
if returned, / give votes to women? “  / The question was not answered /so it was repeated./ ........../  
         OM    
.........../........./  As a result they were/ ejected  / from the meeting. / They were taken custody / by the 
police/   
   SW 
with a warning,  / they ordered them / to pay a fine /  or face imprisonment.  / Emmeline offered / to 
pay the  
        RP  RP 
fines, / but Christabel refused,/  preferring to go to prison /........../ Her brave / action / made the public  
 
aware / of their movement/........./........../............/.  
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16. Siti 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
           
Emmeline Pankhurst  / was born / in Manchester / in 1858 / to Robert Gouldman / a successful 
businessman 
        OM  RP 
/......../ who always had socialista woman/ and Sophie Crane/......... / Her daughters, / Civilia and 
Cristabel /  
 OM 
always remembered / a  figure of woman fighter./ .......  / ......... /.........../ .........../............/.........../ 
............/  
 
............/............/............/............/ . Although as a woman fighter, she was a socialista (rich) woman 
and a  
 
politician. She had fought for thirteen years in 1905.Apart from being a woman fighter and socialista 
she  
 
was a woman who deserved to be paid attention, becoming / the subject of the day. / 
 
 
        OM 
The small group /..............  /............/............./............../............../.,............/.............../............./ 
 
............./............../ ............../.............../ ..............   / .......... /............/ ........../   .........../.........../.  
 
/with peace trial however thier opinion was not used in such methods. Cristabel and Emmeline 
conducted  
 
this research to get results and their notes in this matter was the knowledge they obtained.  
 
 
       OM    OM    SW 
On 13 October 1506, /the day before an election, / Christabel  /held a meeting/ in Manchester to ask /  
                                            AD 
If the liberal government /........./........./ will return and give woman freedom of expression./ But the  
 
question was not answered, / and so it was repeated / by the woman /......./......../......../......../ whose 
voice was 
        AD 
considered not important/ by the police. /........./......../......../......../........./. So Emmeline  offered / ......./ 
to give  
      
a salary to those who found something whereas /Christabel did not agree / ......./ ....... / with the 
opinion. /  
SW      OM 
She took a pioneering / action /......../........./  encouraging women / to join their ranks / and other  
 
member of WPU 
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   OM      AD     MX 
Emmeline / was born / in March 1858 / to a father Robert Goulden / who was a successful  
   AD 
businessman / ........../ and a mother Sophia Crane, / member of social committee.  / Together 
with her 
AD      SW  
two daughters /  they remembered the moment when they/ fought for women suffrage /    
......./......../  
      OM 
also for 30 years /......./......./ she was in movement to convince politics/(WSPU /The Union)  
 
/......./......../......../......../........./. so that the woman suffrage was approved until now. 
SW           RP 
With small groups, they held / peaceful protests./ 
........./........./........./........./........./......../.........../..... 
 
......../......./......../........./......../.   ........./........../........./........./.........../. Although their demand was 
not  
 
responded by the government, as a result they decided to make movement ‘ dead..’ together 
with her  
 
daughters Sylvia and Cristabel, they hoped their demand would be listened. 
 
 
   OM  RP  
On 13 October 1905, / before a general selection, /Emmeline and Cristabel / 
......./......../......../........./  
 
......../    /........./.........../.........../............/........./........../.........../........../........../......../........../ 
 
......../........./......../.  ........./........./........../........./........./   ......../........../........../ held a massive 
meeting and  
 
she asked ‘ What about the woman rights?’ and the govrnment answered there was not, and so 
this  
 
made them angry and held a meeting for further actions. Emmeline said ‘ what if we pay 
pokcee/ but  
 
Cristabel refused / ......./......../  ......../........./........../.........../.............../and she disjoined the group 
and  
    OM 
established another group/ encouraging woman. /And many women switched their support to 
her.  
17. Fitri 
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Emmeline Pankhurst / was born / in Manchester /in 1858 / becoming Robert Goulden, /a 
successful  
 
businessman /who was also a socialist /and Sophia Crane,/ a woman social organization  
    
/Together with her daughters/Sylvia and Cristabel /......../........../........./........./........./........./........./ 
 
........../........./........./........../........../.........../........./.active in social activities so now  
 
became more active in the last three years.  
 
 RP             RP           RP 
The small groups held / peaceful protests. / ......../ Although different methods/did not bring / 
good  
   MX 
result, / but Cristabel and Emmeline were convinced /........../.........../........./......../........../........./ 
........./  
       RP 
there were many ways of fighting which could be taken / so that the government/ took notice of 
the 
RP 
demand./ The motto of WPNA / was deeds /not words. ............/............/ Fighters must 
accomplish  
 
what was expected.  
 
   OM   AD    RP 
On 13 October 1905, / before the general election was held, / Cristabel with some members of  
  RP           OM     RP 
PWNA / held a liberal meeting party /with a question / ‘ Will the Liberal government /......../  
    AD 
listened and / give votes to woman?’/  However the question was not answered / and so it was  
 
repeated / ......../........./........../........./........../a summary of the meeting/ by the police./  
......../........../ 
 
........../........../........../ .........../............/........../........../.........../  ........./............/......... / 
 
The government wanted them to listen to the order or/  face imprisonment./  Emmeline suggested  
      RP SW               RP 
they listened and gave in/ but Cristabel refused  /although she had to go to prison./  Her brave / 
 
action /........../........../......../ was given a reward with the many women who join.  
18. Aisyah 
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19. Nunung 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
        RP  MX 
Emmeline Pankhurst / was born / in Manchester / in 1858./......../ She was a great 
businesswoman /  
       
and a social activist. /........./........./  Together with her two siblings,/Sylvia and Christabel,  
         OM 
/.........../........../........../ they established  a movement ‘ Women suffrage’. / Although this 
movement /  
RP  OM           SW 
had existed / for 30 years, / ........./ WSPU / was founded / in 1903. ........./........../........../........./ 
She  
 
fought for the dignity and esteem of womenThis made public society especially chose women.  
 
 
Many parties held/ peaceful protests. / ........../........./......../........./Thus, Emmeline Christabel 
took 
 
/........./........./........../......../......../......../........./an action by approaching the government. They 
explained  
 
the goal of WSPU. So that the ruling parties understood what was meant by ‘suffrage’. The 
motto 
        OM                      AD 
that was delivered by them was / ‘deeds /  not words’ /......../........../ 
       
The day before a general election, /on 13 October 1905 /. Christabel and another WSPU 
member / 
      RP  OM        OM   SW 
stopped the  party meeting  / She put forward a question /........./......../ that whether our 
 
government was said to be a free government but did not/ give votes to women’ 
/......../......../........../ 
   OM  AD 
......../......../That incident made her /ejected /from the meeting room/....../and received 
punishement  
        
from the police/........./......../ namely in the form of two options which was/paying a fine  / or 
facing  
    RP                  RP      OM 
imprisonment. / In this case, / Emmeline preferred / to pay the fines./  On the other hand/ 
Christabel  
SW 
/preferred to go to prison / for what she did. This made…. 
......../........../........./........../........./........../ 
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20. Sumiati 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
         AD 
Emmeline Pankhurst / was born / in Manchester / in 1858 / to Robert Goulden. / He was a 
successful  
 
businessman /......./  and also member of social community, / and Shopia Crane./ ............/  
Together  
       OM               AD 
with her daughters,/ Sylvia and Christabel, / she is remembered / as a major  figure (pioneer) / in 
the  
RP           SW 
fight of emancipation. ......./ ......../........./ However, she had fought for 13 years and/ founded / 
an  
AD       OM 
organization Woman Socialist and Political Union/  (WSPU) / in 1903. 
......./........../.........../.........../  
 
 
The small groups began / with peaceful protests / which resulted in some injustice. 
    RP      OM            AD 
......../........../........./......... / Christabel and Emmeline used / a / militant / approach, / which was 
needed  
            RP 
/ to force the governement / to meet /  their demands. / The motto of WSPU was / “deeds / not 
words”  
 
/ which inspired the members to join.  
 
         
On 13 October 1905, / the day before a General Election, / Emmeline and another WSPU 
members /  
RP 
took the protest to the Liberal Party meeting / in Manchester by asking / “ Will the Liberal  
 
Government, / if returned, / give votes to women?”. / The question was not answered.  
 
/........../........./........./......../........./........../........../........../........./........../........./.........../  ........./........../ 
 
........../......../.........../........../........./........./.........../.........../........../. So they staged a demonstration 
and  
 
some of them were arrested by the police. Emmeline was released on bail but Christabel refused 
and  
 
consequently faced imprisonment. Some of the demonstrators urged for the release of their 
friends. At  
 
the end they reached an agreement.  
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21. Wandi 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
             AD 
Emmeline Punkhurst / was born / in Manchester / in 1858 / to Robert Goulden. / He was a very  
   OM   RP      
successful businessman / and a socialist comittee./ ........./.........../ Together with her siblings/ 
Sylvia 
          RP          SW   RP        OM 
and Cylen, /...... / she founded/an organization for women protection./ She was / a figure / in the  
   OM       OM 
fight for woman suffrage. / It  / had been / 30 years/......./......../........./......../ 
........./........../........./........./  
      SW   RP 
she fought for the dignity and esteem of women. She founded /Women Social and Tandem 
Union  
 
(WSTU). / She always tried to fight for women suffrage. 
 
        RP    RP 
The small groups began / with peaceful protests./  However, /........../  this did not bring / any 
results. / 
   RP  SW       RP 
Christabel and Emmeline decided / to do / a maximum / approach / 
........./.........../.........../........../to 
       SW                     RP  
the government in order to get attention from the people. WSPU had a motto / “ deeds /and 
words”/  
 
......../.........../  
 
          
On 13 October 1905, / the day before a general election, / Christabel and another WSPU 
member/ 
RP 
held a meeting/in Manchester/ ......./........../........./which took the theme of Liberal Government. 
 
Christabel brought up the question again  which  was never answered /........./......../......../........./ 
 
........./........./........../........./......../........./........../........../........./.........../........../........./.........../........../....
......./. 
........./........../............/.........../and had long existed.  
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22. Rini 
 
 
 
 
 
 
 
 
 
 
 
 
 
       SW 
Emmeline Pankhurst / was born / in Manchester / in 1858. / Her father  was /  a successful  
 
businessman /....../ who was also member of social committee/ and Sophia Crane. /........./  
Together 
   RP    SW        AD 
with her daughters, / Crabel and Silva, /........./........../they fought for women suffrage / known 
as  
           
WSPU (Women Social and Political Union)/or women as part of social and political. 
/Although  
 
the movement / had been active / for at least  30 years, /......../ ........./ but their movement which 
they 
 
did was something /that really fired / public imagination /......./........./for women suffrage 
       
 RP 
The small groups began / with peaceful protests./  However, / ......../it did not bring /the desired  
     OM 
result. / Christabel and Emmeline decided / that an /......../  approach / to more militants/was 
needed 
    RP   OM   
/so that the government / took notice / of their demands. / These militant campaigners / 
became  
 
known as suffragettes. / 
 
 
On October 13, 1905, / the day before a General Election, /  Emmeline and another WSPU 
member /  
RP      SW       AD 
held a Liberal Party meeting /  in Manchester /. The issue that they brought up was / “ Will the  
    OM 
government, / if otherwise, / give votes to women? “/The question was not answered,  
        OM 
/......../......../......../........./which had happened before when the women were/ ejected /......./ by 
the  
 
police /......../........../......../........./with an option that is make peace or/ face imprisonment. / 
......./  
 
Emmeline chose to make peace/ but Christabel refused, / prefering to go to prison / for the 
cause. 
   RP 
Their / action / brought new perspective to the public / in women suffrageand /encouraging 
more  
 
women./ ........./ 
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23. Zaskia 
 
 
 
 
        
Emmeline Pankhurst / was born / in Manchester / in 1858 / for Robert Goulden/ a successful  
     MX                                     SW 
businessman /....../ ....../........../......../Together with Silvia Crane,/Silvya and Christabel 
/remembered /  
 OM 
as a figure/  in the fight for women 
suffrage./........./........./........./........./.........../........./........./........./ 
 
........../.........../. She fought for women and joined WPU central. She fired or began her fight for  
          RP 
women and political center/ in 1903./ She was actively involved in the women suffrage/ which 
gained 
RP 
/ wide attentionbecause of the spirit  and actions int the women suffrage. 
 
 
The small group began /with  peaceful protests. /........./........../........../........../........../. 
........../........../. 
 
........./........../ It would not affect a / militant / approach / ......../........../........../........../ which 
depended  
 
on and affected the result.  Christabel and Emmeline  took note of thisto take note of the 
government  
      SW 
about the consideration of the result  of the policy. / WSPU had a motto / ....../........./  
......../......../that  
 
they acted and fought in many things or not just words. 
 
             RP                                RP 
On October 13, 1905, /........./ Christabel and another WSPU member / refused the liberal 
meeting 
 OM   SW                                    AD 
party / and asked one question/  ‘Will the ruling liberal government /........./......./ refuse  
       AD 
representatives for women?. The question was not answered / so the question they asked was  
 
repeated /......../........../........./........./.........../ over and over as a summary of the rejection on the 
 
representation of women suffrage, the rejection was met/ by the police. / ......./........./........../  
 
They had to choose/ to  pay a fine / or face imprisonment./ Emmeline offered / to pay the fines / 
but 
SW 
Christabel preferred to go to prison /......../to paying the fines. ........./........../........./........./ 
 
........../.........../ This showed that the fight for the status of women in jobs  had not been 
acknowledged  
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24. Naning 
 
 
 
 
 
 
 
 
       OM 
Emmeline Pankhurst / was born  / in Manchester / in 1858 / to Robert. / ......./........./........./ ........./  
        OM     RP            OM 
Together with her friends, /......... /  she is / one of the founding figures / for women suffrage.  
 
........../........../........../.........../........../.........../.........../.........../........../........./........./ Together with her  
 
friends, she tried to give direction to what should be done by the women activist today 
 
 
The small groups began / with peaceful protests. / However /.........../.........../........../.........../ it 
would  
 
not give the method to make the government bow.  Emmeline and her friends thought 
/......../......../    
 
more than a million method/ was needed / to deal with the government in the case of WSPS.  
 
 
   SW      OM                        OM         RP 
On 13 October 1905, / there was a General Election /........./........../........../ and there was a 
question, /  
 
“ Will the liberal government, / if replaced, / give votes to women? “ . / Emmeline and 
Christabel 
RP       OM                       OM 
/came to the meeting./  ......../......../......../........./........../ Who was going to be/......./ ejected / from 
the  
 
meeting / ......./......../.........../......../........./........./. through an order. During the 
negotiation,/Emmeline  
  
offered / to pay the fines, /  but Christabel refused. /.........../......... / .........../............./.........../ 
 
.........../............/.........../  And the final decision was no women would run as candidates for the 
liberal government 
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25. Milvi 
 
 
 
 
 
 
 
 
 
Emmeline Pankhurst / was born / in Manchester / in 1858 /........./  Giorgio./ He was / a 
successful  
 
businessman /........../........../.........../  in women fashion design and women advancement. / Her  
    OM  RP                   SW 
daughters / are Silvya and Elizabeth  /.........../ ............/ they remember when their mother/ 
fought for  
 
women suffrage / so that women rise.  
 
                                 RP   
The small groups held / peaceful protests. / However, /........./.........../.........../ the / approach / 
using 
     RP 
military would face a dead lock. / Christabel and Emmeline thought /........./........./......../ 
 
.........../............/........../ ............./............./............/  ........./.........../ that the government had to get  
 
involved. The motto of the government ‘ no words of peace’ and the military had to fight to the 
end. 
 
On 13 October 1905, / ........./......../the day of ceasefire, Emely and WSPU was one ofthe liberal 
party 
  OM  
which held a meeting / in Manchester /........./........../........./........../ During the meeting got/ a 
question 
 AD 
which was never answered./........./.........../........../.........../ Emmeline stated that women should be 
/ 
OM 
ejected / from the meeting / ........./........./.........../........../.........../.........../  
........../........../........../.......... 
 
/.......... ......./ ........./........../........../........../........../because they did not solve the problem and so 
did the police.  
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26. Sari 
 
 
 
 
 
 
                   MX 
Emmeline Pankhurst / was born / in Manchester / in 1858 / by Robert Goulden/  who was a  
       RP                                                            AD 
successful businessman / ........./ and also a social committee/ along with his wife Sophie Crane 
/ who  
    AD 
was an ardent feminist. /Together with her two daughters / ........./ ........../.........../........./ and  ... 
in the 
SW          
general election for women. ........./ They founded /......../ WSPU or The Union 
/......../........../........./ 
           
........./ ........../ as well as women social to elect women leaders which/ had been active /for at 
least 
    
for 30 years. /  And now/ they made  ‘Vote for Women’ / during the general election for  
 
women.  
 
  AD                  RP 
The small group was established to hold /  peaceful protests . / However, / the 
method/........./........./   
 
that Christabel and Emmeline used/........../.........../........../........../........../............/........../ was to  
 
constantly fight against the government who did not allow general election to elect women and 
would  
 
not care less any arguments put forward by them. Sothey created a motto/ “ deeds / not words”/  
in  
 
order to fight for their place in the general election........./......../And not only words or speech 
that  
 
they demanded.  
 
   OM 
On 13 October 1905, / before a general election, /  Christabel and another WSPU member / 
......../  
 
........../ came to the Government office where there was a Liberal meeting by the 
government./The 
  OM         SW           AD 
demonstrators/ asked  a question to the government / “ Will the liberal government ,/  if 
returned,/  
   AD                      AD 
give votes for women?” /  But the question was not answered  / so the women who were 
members of 
 SW       OM 
WSPU repeated the question / which afterwards they were/........../  ejected /  by the police./  
........./ 
        SW 
 ........../.........../.........../.........../  Christabel asked them/ to pay a fine / but Emmeline refused /  
 
........../.........../on the reason that there was still someone being detained........../........../........./ 
 
.........../............./.........../ The rejection to pay the fines caused them to protest the government  
 
although there was no answer from them at the end. 
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27. Sugeng 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
        AD OM 
Emmeline Pankhurst /was born / in Manchester / in 1858./ ....../  He was a businessman /at an  
 OM      SW 
institution/ committed socialist / and Sophia Crane / . ........./ She had two daughters,/  Sylvia and  
      SW             AD 
Christabel. / ........../........../........../   ......../ ........../ Emmeline founded / an organization for women  
 
called  The Women’s Social and Political Union /  or (WSPU /The Union)/  in 1903. /........./ 
........./  
 
........../........../ She also became a female figure who had strong social committment , so often 
called  
 
the women’s suffrage. She  / had been active/  in the organization for more or less 3 years. 
 
........./........../  ........../.........../ ........../ ........./.........../........../.........../.........../............/ Together with 
this 
       RP  SW OM 
group, she would take an action regardless of the results. Emmeline used/  a  / militant / method.  
 
They expected to bring a result. Through her effort, she hoped to be able to do better for the  
 SW   OM  
government. / She had a motto /  “ deeds / not words” / ........../............/ 
   RP 
On 13 October 1905, / the day after the election, /  Emmeline and Christabel/ ........../ had a 
meeting 
 RP 
/ in Manchester with the theme / “Will the liberal government, / if returned, / give votes to 
women? “ 
     SW 
/  The question was not answered / They repeated the question / 
......../........../............/.........../............/ 
 
............./   .........../............/............../............../............/............/............/............/.........../............/  
 
.........../............./............../............./............/............./  They were asked to state the gist of the  
 
question.  
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28. Sinta 
 
 
 
 
 
 
 
 
 
 
 
 
     RP MX         RP   MX 
Emmeline Pankhhurst / was / a successful business woman / and a socialist figure who was 
committed  
                                  RP 
to woman rights./  Born / in 1858 / in Manchester / ........ / and/ together with her siblings/ Sylvia  
               RP 
and Issabel  /........./........../ they fought against suppression and woman rights./ Although the 
woman  
  RP            RP      SW 
movement / had existed / for 13 year, but they remained committed and/ they established /an  
AD        RP  RP 
organization named WSPU /........./........./ in 1903 / and succeeded / in making/the society 
aware/and  
RP                   AD 
produced a motto ‘vote for woman’./........../ 
 
    AD      RP 
The small groups began / to move with peaceful actions or protests. / However, / they were aware 
that  
 MX          RP         RP      AD 
the peaceful method / and some small actions/ would not make /much impact / so Christabel and  
 
Emmeline decided  /.........../............./........../ ........../to do  more aggressively and focused /to put  
AD 
pressure and force the government /......... / to take immediate measures.  /The motto of WSPU 
was / 
   RP  AD 
deeds / not words’ . /  And those who challenged and got involved in the activities /became 
known as  
 
‘suffragettes’. /  
 
  OM                   AD    
On 13 October 1905, / before the general election was held, / Christabel and another WSPU 
members /  
 AD         SW 
came and disrupted  the Liberal Party meeting / in Manchester. Then they asked / ‘ Will the  
 
government / ......../........./meet their promise to the woman?’ . The question was not answered, /  
    RP     OM 
........../ then there was a woman/ who was   / ejected /  from the meeting / and taken into custody  
 
/ by the police /........../........../saying to them‘ give in to the demand / or face imprisonment’. /  
       OM 
Emmeline preferred to meet the demand accordingly, / but Christabel / preferring to go to prison.  
    AD    OM 
/........../ the action /.........../........./ eventually encouraging more woman / to support and join. / 
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29. Riza 
 
 
 
 
 
 
 
 
RP                    SW   
Emmeline Funkpurt / was born / in Manchester / in 1585 /......./with her father / as a successful  
  RP      OM                  OM                                  
OM 
businessman / and a socialist caretaker /........./  and her mother/ a feminist. / She fought/ with her 
two  
AD            OM                     OM 
daughters / namely Sylvia and  /.........../.........../ to fight for women. /........./.........../The fight was/ 
more  
 
or less for 30 years. /........./........../She met with a social and political women organization/ 
(WSPU or  
MX 
Women Social and Political Union)./........./.........../.........../.........../.........../  With full spirit, they 
fought  
 
to liberate women or feminist (equality for everyone). In the struggle, they gave a question to the  
 
government and was not answered yet. They had not had a good result.  
 
         OM 
The small group began / with protests. / However, / the method / would not bring / the desired 
result, / 
AD                  RP         SW 
but they chose / to use / a more / militant / approach /............/............./............../............./  
............/ 
                   RP 
............/.........../.........../............./ in doing the protest.Emmeline and Cristabel  /asked the 
government/ 
 
/to take notice of their demand/with WSPU. They demanded because they knew what the  
 
were fighting for.  
 
 
13 October 1905, / the day before a general election, / Christabel and another WSPU member / 
were  
SW           AD    SW 
disrupted by the liberal party meeting / in Manchester. They asked with /  ‘ Will the Liberal 
givernment  
        AD 
/ ......../be brought down, if brought down, /give votes to woman?’ . / However the question was 
not  
 
answered, /........../........../........./............/and they were met / by the police  /........../.........../........../ 
 
........../........../   ........../........../and give two options namely be given a good payment or ejected.  
 
Emmeline agreed to be given good payment/but Cristabel refused /.........../.........../  
........../.........../ 
 
.........../........../.........../............/ and prepared to go and create chaos during the protest, and 
asked 
 
for support from many more women 
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30. Lina 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
 
            SW            
Emmeline Pankhurst / was a woman who/ was born/ in Manchester / in 1858./Her father was/ a  
 
successful businessman / ......../......../........./ who also had a position in the board of the Socialist  
  AD      RP 
Party. / Together with both of her daughters, / Sylvia and Cristabel, / they were remembered / 
as the  
 
women who could bring betterment. ......../........./Although the change for betterment was 
achieved  
 
within a period of time / at least 30 years./......../........./........./......../......../........../........../ 
 
........../Because of them, also a woman day (vote for woman day) was born.  
 
    SW   OM  RP     RP 
The small groups began / with protests for peace./ However / this method / did not bring 
/significant  
     SW RP OM 
results. / Christabel and Emmeline decided / to do  /   a  /  militant / approach /......./......../........./ 
          AD 
........../ which was considered more effective. Because what became/ the motto of WSPU 
themselves  
                            OM 
was /‘deeds / not words’. This movement/ became known  ..(suffragette)  
   OM     
On 13 October 1905, / before the general election / Christabel and another WSPU member  / 
     OM SW 
disrupted  the Liberal party meeting./   They asked a question,/  “Will the liberal government 
/........./  
   AD     AD                 OM 
give the votes to women? /But the question was not answered, / so the other women /who were 
/ 
OM MX   SW 
ejected /by the police women / repeated the question. /Emmeline offered /to pay the fines / or 
submit  
 
oneself / but Cristabel refused / ......./........./......../........./.........../........../........../......../.........../.......... 
 
/.........../ ......../........../........../........../.........../.........../........./......../........../.........../.........../  
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APPENDIX 9 
Table of Analysis of Sources of Errors for Each Individual (N=30) 
1. Intan 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
2 
 
 
 
 
3 
 
 
4 
 
 
 
 
5 
 
 
 
 
6 
 
 
 
 
7 
 
 
 
8 
 
 
 
1).Emmeline Pankhurst was born 
in Manchester in 1858 to Robert 
Goulden .. who was alos a 
committed socialist  
 
2) it was her founding of Women 
Social and Political Union ... 
which really fired the public 
imagination 
 
 
3) The small group began with 
peaceful protest 
 
4)Christabel and Emmeline 
decided that a more militant 
approach was needed .... to take 
notice of their demands.  
 
5) These militant campaigners 
became known as ‘suffragettes’  
 
6) On October 13th, 1905, .. 
Christabel and another WSPU 
member disrupted a liberal party 
meeting  in Manchester by asking .. 
 
7 )so it was repeated by the women 
who were then summarily ejected .. 
ordering them to pay a fine  
 
 
8)Emmeline offered to pay the fines  
but Christabel refused, prefering to 
go to prison for the cause.  
 
9) Her pioneering action brought a 
good deal of publicity.. 
1) Emmeline was a fighter for 
woman’s suffrage Born to  a socialist.  
 
 
 
2) she established the Union which        
made the society at that time aware 
that ... 
 
 
3) Christable and Emmelinebegan 
their protest with peaceful actions   
 
4) They  decided to start a harder 
campaign, a militant action..... to meet 
their demands. 
 
 
5) ..the campaigners were finallly 
called ‘suffragettes ‘  
 
6) In the midst of October  1905, the 
daughter of Emmeline, Christabel and  
... disrupted a liberal party meeting 
and asked .. 
 
7) so they repeated the question... 
ejected from the meeting  were asked 
to paya fine or face imprisonment  
 
 
8)Christabel chose to go to prison .. 
although her mother offered ... 
 
 
9) Her action gave good publicity and 
propagation  
1) ,  Syntactical difficulty   
Vocabulary difficulty & lack 
of rhetorical structure  
 
 
2)  L1 interference, lack of 
knowledge of rhetorical 
structure, syntactical 
difficulty & Vocabulary 
difficulty 
 
3)  Other factors 
 
 
4) Syntactical difficulty & L 
1 interference & Vocabulary 
difficulty  
 
 
5) Lack of comprehension 
monitoring  
 
6)Memory , other factor & 
syntactical difficulty  
 
 
 
7) lack of knowledge of 
rhetorical structure, 
vocabulary difficulty & 
syntactical difficulty  
 
8) Lack of knowledge of 
rhetorical structure & 
syntactical difficulty  
 
9) Vocabulary difficulty 
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2. Endang 
 
No  Text  Recall  
 
Possible sources of 
errors  
1 
 
 
2.  
 
 
 
3 
 
 
 
4 
 
 
5 
 
 
 
 
6 
 
 
 
 
 
 
7 
 
 
8 
 
 
 
 
1).Emmeline Pankhurst was born in 
.. to Robert Goulden, ... 
 
2)Together with her daughters, 
Sylvia and Christabel, she was 
remembered ... in the fight for 
woman’s suffrage.  
 
3) It was her founding of the 
Women’s Social and Political Union 
(WSPU or The Union )  
 
4) The small group began with 
peaceful protest. 
 
5) Christabel and Emmeline decided 
that a more militant approach was 
needed  to force the government to 
take notice . 
 
6) ..the day before a general 
election,  Christabel and another 
WSPU member disrupted a Liberal 
Party meeting in Manchester by 
asking ‘Will the Liberal Government, 
if returned, give votes to women? 
 
7) ..the question was not answered  
 
 
8) Emmeline offered to pay the fines 
but Christabel refused,  prefering to 
go to prison 
.1)Emmeline  was born...His father is a 
successsful .. 
 
2)Together with her daughters,.... they  
fight for woman’s suffrage 
 
 
3)  she  established an organization 
called  Woman SocialUnion.  
 
 
4) At the beginning this organization 
held protest peacefully  
 
5) Finally Christabel and Emmeline 
decided to do a rather harder 
approach   so that the government took 
notice of their demand  
 
6) ...before a General selection  was 
held,, Christabel and another WSPU 
member disrupted a Liberal party 
meeting They asked ‘will  the 
government consider woman voice.’  
 
 
7) but they did not get the answer to 
the question  
 
8) Emmeline choseto pay the fines but 
Cristabel chose  to go to prison 
 
1). Memory & Syntactical 
Difficulty  
 
2)  Syntactical Difficulty  
 
 
3) Syntactical Difficulty & 
L1 Interference & memory  
 
 
4) Syntactical Difficulty  
 
 
5) L1 interference, 
vocabulary difficulty & 
syntactical difficulty  
 
 
6) Lack of Comprehension 
monitoring, syntactical 
dificulty & vocabulary 
difficulty 
 
 
 
7) Syntactical difficulty 
 
 
8) Vocabulary difficulty & 
syntactical difficulty  
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3. Joko 
 
No  Text  Recall  Possible sources of 
errors  
 
1 
 
 
 
2.  
 
 
 
3 
 
 
 
4 
 
 
5 
 
 
 
 
6 
 
 
 
 
 
1)Emmeline was born in Manchester 
in 1858 to Robert Goulden,  a 
successful businessman  
 
2) that really fired the public’s 
imagination.. 
 
 
3) However, convinced that such 
methods would not bring ...  
 
 
4) The motto of the WSPU was 
‘deeds not words’.  
 
5) ..disrupted a Liberal  Party 
meeting 6) in Manchester  by asking 
‘Will the Liberal Government, if 
returned, 7) give votes to women? ‘   
 
6) The question was not answered so 
it was repeated by the women 
 
 
 
  1) a successful business woman  She 
was born in Manchester in 1958.... 
 
 
2) the issue ecploded becoming the talk 
of the public 
 
 
 3) however such method would not 
bring ...   
 
 
4) Their motto was was“deeds not 
words”. 
 
.5) .....come to  a Liberal Party 
Meeting in Manchester  which asked 
will the liberal government if returned  
will support them?  
 
6) ..so the women repeated the 
question  
 
1) Syntactical Difficulty  
& Lack of Rhetorical 
Knowledge  
 
2) Vocabulary Difficulty  
 
 
 
3) Syntactical Difficulty & 
Vocabulary Difficulty 
 
 
4) Memory & Syntactical 
difficulty  
 
5) Vocabulary Difficulty 
Syntactical Difficulty & 
Vocabulary Difficulty  
 
 
6) Lack of Rhetorical 
Knowledge  
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4. Ririn 
 
No  Text  Recall  Possible sources of 
errors  
 
1 
 
 
 
 
 
2. 
 
 
 
3 
 
 
 
1)Emmeline  Pankhurstwas born  
 
2)Together with her daughters, 
Sylvia and christabel.   
 
 
 
3) ..disrupted a Liberal Party 
meeting in Manchester by asking .. 
 
 
4) The question was not answered .. 
 
1)Emma Pankhurst ... 
 
2) Emma had two children named 
Sylvia and Christabel  
 
 
3) ..came to a Liberal party in 
Manchester. She asked .. 
 
 
4) .but the question was not answered 
.. 
 
 
1)Memory  
 
2) Lack of Comprehension 
Monitoring 
 
 
3) Vocabulary Difficulty & 
Syntactical Difficulty  
 
 
4) Lack of Rhetorical 
Knowledge  
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5. Yeni 
 
No  Text  Recall  Possible sources of 
errors  
 
1 
 
 
2.  
 
 
3 
 
 
 
4 
 
 
 
 
5 
 
 
6 
 
 
7 
 
 
 
1).as one of the major figures   in the 
fight for women’s suffrage 
 
2)...had been active for at least thirty 
years, 
 
3)However, convinced that such 
methods would not bring the desired 
result 
 
4)Christabel and Emmeline  decided 
that a more militant approach was 
needed to force the government to  
take notice of .. 
 
5) The motto of the WSPU was 
‘deeds not words’.  
 
6) ‘will the liberal governent, if 
returned, .. 
 
7)Emmeline offered to pay the fines 
but Christabel refused, prefering to 
go to prison for the cause.  
 
 
 
 
1)as one of the major figures  in 
women Suffrage movement  
 
2)..had been active for more than 30 
years .. 
 
3) however the results they received  
from using this method  wasn’t the 
same as what they desired.  
 
4) Christabel and Emmeline used a 
more militant approach to force the 
government to  listen to them.  
 
 
5) ..with  the motto ‘deeds not words’  
 
 
6) ‘will the party , if returned .. 
 
 
7) Emmeline decided to pay the fines 
but that was rejected by Christabel. 
Christabel chose to go to prison  
 
 
1) Syntactical difficulty  
 
 
2) Lack of Comprehesnion 
Monitoring  
 
3) Vocabulary difficulty, & 
syntactical difficulty  
 
 
4) Syntactical Difficulty, 
L1 Interference & 
Vocabulary Difficulty  
 
 
5) Syntactical difficulty 
 
 
6) Lack of Previous 
Knowledge  
 
7) Lack of Comprehension 
Monitoring, & Syntactical 
Difficulty  
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6. Amir 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
2 
 
 
 
3 
 
 
 
 
 
 
4 
 
 
 
 
5 
 
 
 
 
 
6 
 
 
1)to Robert Goulden , a 
succesfulbusinessman .. 
 
2) She is remembered  as one of the 
major figures in the fight for 
woman’s suffrage. 
 
3) It was her founding of the 
Women’s Social and Political 
Union (WSPU or The Union )  
 
4)The small group began with 
peaceful protest. However 
convinced that such method  would 
not bring the desired result 
 
5) Christabel and Emmeline 
decided that a more militant 
approach was needed ....... 8)These 
militant campaigners became 
known as suffragates 
 
 
6)the day before a General 
Emmeline and another WSPU 
member disrupted ..)inManchester 
by asking ‘Will the Liberal 
givernment ,  
 
8)who were then summarily ejected 
from the meeting by the police 
 
1) to a father, a verysuccessful 
businessman 
2)Emily is rememberedas an important 
figure in women movement  
 
 
3)She establisheda very big women 
organization... 
 
. 
4) the small groupsdid not bringthe 
desired result.  
 
 
5) They thought  that they had to use 
another approach which 
wasmoremilitant.. 
 
 
7)..in Manchester  the day before a 
General elction they asked if the 
liberal party  
 
 
8)who were ejected from the meeting  
by the police. 
1) Memory  
 
 
2) Vocabulary Difficulty , 
syntactical difficulty 
 
 
3)Syntactical Difficulty , 
lack of knowledge of 
rhetorical structure, & L 1 
Interference  
 
4) Syntactical Difficulty , 
Vocabulary Difficulty  
 
 
 
5) Syntactical Difficulty, L1 
Interference  
 
 
 
 
 
6) Lack of Rhetorical 
Knowledge,& Lack of 
Previous Knowledge 
 
 
 
8) Vocabulary Difficulty 
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7. Susi 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
 
2 
 
 
 
3 
 
 
 
 
4 
 
 
 
5 
 
 
 
1)...to Robert Goulden , a 
succesful businessman who 
was also a commited 
socialist  
 
2)The small group  began 
with peaceful protest.  
 
3) Christabel and Emmeline 
decided that a more militant 
approach was needed to .. 
 
4) the day before a General 
Election, Christabel and 
another WSPU disrupted a 
Liberal party meeting 
inManchester by asking ....... 
5)The question was not 
answered so it was repeated 
by the women  
who were then summarily 
ejected from the meeting by 
the police who charged them 
with obstruction, .... 
 1)Her husband was  Robert 
Goulden  who was a 
businessman  
 
2)The small groups began their 
days with peaceful protests.  
 
3) Emmeline and Cristabel 
tried another method with a 
militant approach to .. 
 
4) the day before a general 
election,  ,Cristabel and 
another WSPU followed a 
Liberal party meeting and 
asked a question  
 
5) However, the question was 
not answered so it was 
repaeated by the women but she 
was ejected by the police who 
threatened by ordering them  
 
 
 
1) lack of knowledge of 
rhetorical structure  
 
 
2) Other Factor  
 
 
3) Syntactical 
Difficulty & L1 
interference  
 
 
4) Vocabulary 
difficulty, & syntactical 
difficulty  
 
 
 
5) Lack of knowledge 
of rhetorical structure 
& vocabulary difficulty  
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8. Amelia 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
2 
 
 
 
3 
 
 
 
4 
 
 
 
 
 
 
5 
 
 
 
 
 
1)Emmeline Pankhurst was born in 
Manchester in 1858 to Robert 
Goulden , a succesful businessman 
who was also a commited socialist, 
and Sophia Crane, an ardent 
feminist.  
 
2)) She is remembered as one of 
the major figures in the fight for 
woman’s suffrage.  
 
3)Christabel and Emmeline 
decided that a more militant 
approach was needed ... 
 
4) The motto of of the WSPU was 
‘deeds not words.. 
 
 
5) inManchester by asking  ‘Will 
the Liberal givernment , if 
returned, give votes to women?’  
 
6)The question was not answered  
so it was repeated by the women 
....ordering them to pay a fine or 
face imprisonment.  
 
1)Emmeline Pankhurstwas born in 
Manchester in 1858Her father was a 
successful businessman and a socialist 
whereas her motherwas a feminist. 
 
2) she became a figure who pioneered 
the fight for the awakening of women.. 
 
 
3)Emeline and Christabel decided to 
do a more militant approach which 
was needed ... 
 
4)Their movement took the motto   ‘ 
deeds not words’.  
 
5) They asked  how the liberal 
government  give votes back to 
women?  
 
6)The question was not answered, so 
the women repeated the question and 
….  The police offered them to pay a 
fine or face imprisonment. 
 
 
 
1)Syntactical difficulty, lack 
of knowledge of rhetorical 
structure, vocabulary 
difficulty 
 
 
 
2) Vocabulary difficulty, & 
syntactical difficulty  
 
 
3) Syntactical difficulty , & 
L1 interference  
 
 
4) Syntactical difficulty  
 
 
 
5) Lack of Previous 
Knowledge & other factor  
 
 
6) Syntactical difficulty, lack 
of knowledge of rhetorical 
structure, vocabulary 
difficulty 
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9. Marlina 
 
No  Students ‘ Recall  Original text  Possible sources of 
errors  
1 
 
 
 
 
2 
 
 
3 
 
 
 
 
4 
 
 
 
 
 
 
5 
 
 
6 
 
 
 
 
7 
 
 
1)Emmeline Pankhurst was born in 
Manchester in 1858 to Robert 
Goulden , a succesful businessman 
who was also a commited 
socialist...  
 
2)  she is remembered  as one of 
the major figures in the fight for 
woman’s suffrage.  
 
3)that really fired public 
imagination and made ‘vote for 
women ‘ became the subject of the 
day.. 
 
4) ...However, convinced that such 
methods woul not bring the desired 
result, 
5)Christabel and Emmeline 
decided that a more militant 
approach was needed to force the 
government.. 
 
6) The motto of the WSPU was 
‘deeds not words’.  
 
7)On October 13, 1905, the day 
before a General Election,  
Christabel and another WSPU 
member disrupted a Liberal Party 
meeting inManchester by asking.. 
 
8) who were then summarily 
ejected from the meeting by the 
police  
 
 
1)Emmeline Pankhurst wasthe child of 
Robert Gouldenwho was born in 
Manchester in 1858,  
 
2) ..she is rememberedas a major 
figurein the fight for woman suffrage. 
 
3) the movement became the main 
topic which was so widely spoken that 
it produced an expression ‘vote for 
women’ . 
4).. However  the action used as their 
method did not bring the desired 
result.  
 
 
5)Christabel and Emmeline decidedto 
use   a more militant approach  to fight 
against the government and  
 
6) their women social organization 
had a motto ‘ deeds not words’.  
 
7) On 13 October 1905, before a 
general election the women group 
came to a liberal party held in 
Manchester and they asked a question   
 
 
8)...whose result of summary was 
ejected by the police.  
 
1) Syntactical difficulty , 
&lack of knowledge of 
rhetorical structure  
 
 
2) Lack of Comprehension 
monitoring  
 
 
3) Vocabulary difficulty  & 
syntactical difficulty  
 
 
 
4) vocabulary difficulty & 
syntactical difficulty  
 
 
5)Syntactical difficulty , & 
L1 interference  
 
 
6) Syntactical difficulty 
 
7) Lack of Comprehension 
monitoring, lack of previous 
knowledge, & syntactical 
difficulty  
 
 
8) Vocabulary difficulty  
 
 
 
 
345 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
10. Ita 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
2 
 
 
 
3 
 
 
 
 
 
4 
 
 
 
5 
 
 
1)Emmeline Pankhurst was born in 
Manchester in 1858 to Robert 
Goulden , a succesful 
businessman.....and Sophia Crane, 
an ardent feminist.  
 
2)Together with her daughters, 
Sylvia and Christabel, she is 
remembered as one of the major 
figures  
 
3)Women’s Social and Political 
Union  (WSPU or The Union ) in 
1903.. 
 
4)However, convinced that such 
methods would not bring the 
desired result 
 
5) On 13 October , 1905, the day 
before a General Election, 
Christabel and another WSPU 
member  
 
6) Emmeline offered to pay the fines 
but Christabel refused.. 
 
1)Emmeline Pankhurst was born in 
Manchester in 1858 to Robert 
Goulden, a successful worker ... and 
Sophia Crane, a feminist.  
 
 
2).. she is always remembered as a 
major figure  
 
 
3)Although it happened 30 years ago, 
.... WSPU ( Women Social Union)  
 
4)However, the method they used  did 
not bring the desired result .. 
 
5) On 13 October 1905, before a 
General Election,  Christabel and 
another WSPU member.. 
6) Emmeline agreed topay the fines 
but Christabel refused... 
 
 
1) Lack of comprehension 
monitoring & vocabulary 
difficulty  
 
 
2) lack of comprehension 
monitoring  
 
 
3) Memory  
 
 
4)Vocabulary difficulty & 
syntactical difficulty  
 
 
5) Lack of Comprehension 
monitoring 
 
 
6)Lack of Comprehension 
monitoring  
 
 
 
 
 
 
 
 
 
 
 
 
346 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
11. Ananda 
 
No  Text  Recall Possible sources of 
errors  
1 
 
 
 
 
2 
 
 
3 
 
 
 
 
4 
 
 
 
 
5 
 
 
 
 
 
1) It was her founding of the 
Women’s Social and Political 
Union (WSPU or The Union ) in 
1903 5) that really fired the 
public’s imagination.. 
 
2) The small group began with 
peaceful protests.. 
 
3)However Christabel and 
Emmeline decided that a more 
militant approach was needed to 
force the government to .. 
 
4)..Christabel and some other 
WSPU member s disrupted a 
Liberal Party meeting in 
Manchester by asking ‘  
 
 
5) “will the liberal government, if 
returned, give votes to women”  
 
1)..the organization was called WSPU 
or the Union founded in 1903. The 
movement encouraged public spirit .. 
 
 
 2)The organization (WSPU) began 
their movement with peaceful protests 
3)However,eventually Christabel and 
Emmeline preferred to use a militant 
approach or protestsbecause they 
thought the method.. 
 
4)..Christabel and some other WSPU 
members disrupted a Liberal party in 
Manchester .they asked a question to 
the audience.. 
 
5) ..”will the government give votes .. 
 
 
 
1) Syntactical difficulty , 
vocabulary difficulty  
 
 
 
2) Other factor 
 
 
3) lack of knowledge of 
rhetorical structure, 
syntactical difficulty, & 
vocabulary difficulty  
 
4) lack of comprehension 
monitoring, lack of previous 
knowledge & syntactical 
difficulty 
 
5) Lack of previous 
knowledge  
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12. Tono 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
2 
 
 
 
3 
 
 
 
 
4 
 
 
 
 
....in 1858 to Robert Goulden , 1) a 
succesful businessman who was 
also a commited socialist, . 
 
2) On October 13, 1905, the day 
before a General Election,  
 
 
3)Christabel and another WSPU 
member disrupted a Liberal Party 
meeting 10)  in Manchester by 
asking  “Will the liberal 
government....? “ 
 
4)Emmeline offered to pay a fine 
but Christabel refused, prefering to 
go to prison  
1).....was born in Manchester in 1859 
to Robert who was a rich and 
successful businessman and a socialist  
2)On October 1905, the day before a 
general meeting,  
 
 
3)Christabel held a meeting ...asked a 
question “Will the government .. 
 
 
4) But Emmeline prefered to face 
imprisonment  
 
 
1) lack of knowledge of 
rhetorical structure, 
vocabulary difficulty  
 
2) lack of comprehension 
monitoring, & lack of 
previous knowledge  
 
3) vocabulary difficulty, & 
lack of previous knowledge  
 
 
 
4) lack of knowledge of 
rhetorical structure $ 
syntactical difficulty 
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13. Yuni 
 
No  Text  Recall  Possible sources of errors  
 1)Emmeline Pankhurst was born in 
Manchester  
 
2) The small group began with 
peaceful protests  
 
3) The motto of the WSPU was ‘deeds 
not words’ .. 
 
4)On october 1905, ....disrupted a 
Liberal party meeting in Machester 
by asking ..  The question was not ... 
repeated by the women ... were 
summarily ejected  
 
5)The question was not answered   
 
6)Emmeline offered topay the fines 
but Christabel refused, prefering to 
go to prison for the cause 
 
1)Emmeline  was born  in  Manchester  
 
 
2) the community or small group held 
peaceful protests.. 
 
3) this WSPU community had a motto 
‘deeds’ not words’  
 
4) On october 1905, ..was ejected .... in 
Manchester because their question.. 
On 13 October 1905,  
 
 
 
5)) They did not get the the answer  and 
 
6) Christabel offered to pay  but 
Emmeline refused, preferring to go to 
prison  
1)Memory 
 
 
2) Other factor 
 
 
3) Syntactical difficulty  
 
 
4) Syntactical difficulty, 
vocabulary difficulty, & lack 
of knowledge of rhetorical 
structure 
 
 
5) syntactical difficulty  
 
6) Lack of comprehension 
monitoring 
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14. Kustini 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
2 
 
 
 
3 
 
 
4 
 
 
 
5 
 
 
 
 
 
1)Emmeline Pankhurst was born in 
Manchester ..a successful 
businessman who was .. 
 
2) It was her founding of 
theWomen’s Social and Political 
Union (WSPU or The Union ) .. 
 
3) The small group began with 
peaceful protest.  
 
4) Christabel and Emmeline 
decided that a more militant 
approach was needed .. 
 
5) The question was not answered 
so it was repeated by the women  
 
 
1)Emmelline    was born   in 
Amsterdam ..he was a successful man 
a businessman  
 
2) She founded  the women suffrage in 
18...  
 
 
3) The founding of  these small groups 
began  with agreement and  protest.  
 
4)Emmeline and Chris then made a   
militant  approach .... 
 
 
13) but there was no answer  and 
asked again 
 
1)Memory & other factor  
 
 
 
2) Syntactical difficulty & 
L1 interference  
 
 
3) Lack of comprehension 
monitoring  
 
4)Syntactical difficulty & L1 
interference  
 
 
5)Syntactical difficulty  
 
 
 
 
 
 
 
 
 
 
 
350 
 
 
15. Yasmin 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
2 
 
 
 
 
3 
 
 
4 
 
 
 
5 
 
 
 
6 
 
 
7 
1)to Robert Goulden, a successful 
businessman who was also a 
commited socialist, and Sophia 
Crane, an ardent feminist.  
 
2) It was her founding of the 
Women’s Social and Political 
Union (WSPU or The Union ) in 
1903  that really fired the public’s 
imagination.... 
 
3) The small group began with 
peafecul protests.  
 
4) However, convinced that such 
methods woul not bring ...  
 
 
5) Christabel and Emmeline  
decided that a more militant 
approach was needed..  
 
6) ..who were summarily ejected 
from the meeting  
 
7) ..by ordering them to pay a fine  
 
 
8) Her pioneering action brought a 
good deal of publicity  
 
1)to a father, Robert Goulden who was 
a successful businessman and also a 
committed socialist and a mother 
named Sophie Crane, a women 
activist. 
2)it was in1903.....the WSPU 
organization  had seized  public 
attention  
 
 
3) The small group began with silent 
protests  
 
4) knowing that the method would not 
bring.... 
 
 
5) Emmeline thought they had to do a 
more militant approach  .. 
 
 
6)..ejected from the meeting  
 
 
7) ,,they ordered them to pay a fine  
 
 
8) Her brave action made the public 
aware .. 
 
 
 
1) Other factor & vocabulary 
difficulty  
 
 
2) Syntactical difficulty, & 
vocabulary difficulty  
 
 
 
3) Lack of comprhension 
monitoring  
 
4) Vocabulary difficulty  
 
 
 
5) Syntactical difficulty,& 
L1 interference 
 
 
6) Vocabulary difficulty  
 
 
7) Syntactical difficulty  
 
 
8) Vocabulary difficulty & 
Vocabulary difficulty  
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16. Siti 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
2 
 
 
 
 
3 
 
 
 
 
 
 
 
 
 
 
1)Together with her daughters, 
Sylvia and Christabel, she is 
remembered... 
 
 
2) On 13 October 1905, the day 
before a General election, 
Christabel and another WSPU 
member disrupted a Liberal Party 
meeting inManchester by asking 6) 
‘Will the Liberal givernment... 
 
3) ..but Christabel refused, .... her 
pioneering action ... encoraging 
more women to join.. 
 
 
1)her daughters, Civilia and 
Christabel always remembered .. 
 
2) On 13 October 1506, the day  
before an  election, Christabel held a 
meeting in Manchester to ask if the 
liberal government.. 
 
 
. 
3) Isabel did not agree......  she took a 
pioneering action ...encouraging 
women to join the rank  
 
1) Lack of comprehension 
monitoring, memory & 
syntactical difficulty  
 
2) Lack of Comprehension 
monitoring, vocabulary 
difficulty, syntactical 
dificulty 
 
 
 
 
3) Vocabulary difficulty, 
syntactical difficulty, lack of 
comprehension monitoring  
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17. Fitri 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
2 
 
 
 
 
 
 
3 
 
 
 
 
 
 
4 
 
 
 
 
 
2) to Robert Goulden , a succesful 
businessman who was also  a 
commited socialist,  and Sophia 
Crane,  
 
Together with her daughters, Sylvia 
and Christabel,........in the fight for 
woman’s suffrage....for at least 30 
years 
 
3) The small group began with 
peafecul protests 
 
 
4) the day before a General 
Election, Christabel and another 
WSPU member 
 
 
5) ..encouraging more women  
 
1)..to a father Robert Goulden  who 
was a successful businessman and  a 
mother Sophia Crane,  
 
2)Together with her  two daughters .... 
fought for women suffering ...also for 
30 years 
 
3) With small group they held peaceful 
protests.. 
 
4)  before a general selection, 
Emmeline and Cristabel ... 
 
5) ....encouraging women 
1) Other factor & Lack of 
knowledge of rhetorical 
structure.  
 
 
2)Other factor , syntactical 
dificulty & lack of 
comprehension monitoring  
 
 
3) Syntactical difficulty  
 
 
 
4) Lack of Comprehension 
monitoring & Lack of 
previous knowledge 
 
 
5) Lack of comprehension 
monitoring  
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18. Aisyah 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
 
 
2 
 
 
 
3 
 
 
 
 
4 
 
 
 
1)..a successfull businessman who 
was also a committed socialist .. 
 
 2)..However, convinced that such 
methods would not bring the 
desired result  
 
 
3)On October 13, 1905, the day 
before a General Election, 
Christabel and another WSPU 
member disrupted a Liberal Party 
meeting  in Manchester by asking  
 
 
4) but Christabel refused, prefering 
to go to prison for the causeHer 
pioneering action  
 
1) a successsful businessman who was 
also a socialist .. 
2) although the different method did 
not bring good result...but Emmeline 
and Christabel were convinced ... 
 
3)On 13 October 1905, before the 
general election was held, Cristabel 
with some members of PWNA  held 
liberal meeting party with a question ‘  
 
 
 
4) but Cristabel refused  although she 
had to go to prison. Her brave action.. 
 
.  
 
1)Vocabulary difficulty  
 
 
2) Syntactical difficulty & 
vocabulary difficulty  
 
 
 
3) Lack of comprehension 
monitoring, memory, lack of 
previous knowledge, & 
syntactical difficulty 
 
 
 
4) Syntactical difficulty & 
Vocabulary difficulty 
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19. Nunung 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
2 
 
 
 
3 
 
 
 
4 
 
 
5 
 
 
 
6 
 
 
 
 
1)a succesful businessman who 
was also a commited socialist... 
 
2) Although the suffrage movement 
had been active for at least 30 
years.. 
 
3) ..it was the founding of Women 
Social and Political Union ..in 
1903  
 
4)The motto of the WSPU was 
‘deeds not words .. 
 
5) Christabel and another WSPU 
member disrupted a Liberal party 
meeting in Manchester by  asking .. 
 
6) ..ejected from the meeting  
 
 
7)Emmeline offered to pay the fines 
but Christabel refused, preferring 
to go to prison .. 
1)She was a great businesswomen  
 
 
2) Although the movement had existed 
for 30 years  
 
3) WSPU was founded in in 1903  
 
 
4)The motto that was delivered by 
them was ‘deeds not words’ 
 
5)Christabel and another WSPU 
memberstopped the party meeting. .She 
put forward a question .. 
 
6) ..ejected from the meeting room  
 
 
7) Emmeline preferred to pay the fines 
On the other hand Christabel preferred 
to go to prison  
1)  Syntactical difficulty  
 
 
2)  lack of comprehension 
monitoring  
 
3) Syntactical difficulty & 
L1 interference 
 
4)Other factor  
 
 
5)Vocabulary difficulty, lack 
of previous knowledge & 
syntactical difficulty 
 
6) Vocabulary difficulty & 
Other factor 
 
7) Vocabulary difficulty  
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20. Sumiati 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
2 
 
 
 
3 
 
 
4 
 
 
 
5 
 
 
 
6 
 
 
 
 
7 
 
 
8 
1) a succesful businessman  who 
was also a commited socialist,  
 
 
2) It was her founding of WSPU.. 
 
 
 
3)Although the suffrage movement 
had been active for at least 30 
years 
 
4)  It was her founding of the 
Women’s Social and Political 
Union (WSPU or The Union ) 
 
5)However, convinced that such 
methods would not bring the 
desired result, 
 
6) Christabel and Emmeline 
decided that a more militant 
approach was needed  
 
 
7)The moto of the WSPU was 
‘deeds not words’  
 
8)Christabel and another WSPU 
member disrupted a Liberal Party 
meeting  in Manchester .... 
1) He was a very successful 
businessman  and   a socialist 
comittee.  
 
2) she founded an organization for 
women protection.  
 
 
3) it had been active for 30 years 
 
 
4)She founded Women Social and 
Tandem Union (WSTU).  
 
 
5)However,  this did not bring  any 
results. 
 
 
6) Christabel and Emmeline decided   
to do a maximum approach  
 
 
 
7) WSPU had a motto  “ deeds  and 
words “  
 
8) Christabel and WPU member held a 
meetingin Manchester ... 
 
1) lack of comprehension 
monitoring & lack of 
previous knowledge  
 
2) L1 interference , 
syntactical difficulty & Lack 
of previous knowledge  
 
3) Lack of comprehension 
monitoring  
 
4) Li interference , 
syntactical difficulty, & lack 
of previous knowledge 
 
5) Vocabulary difficulty, & 
syntactical difficulty  
 
 
6) Syntactical difficulty, L1 
interference & vocabulary 
difficulty  
 
 
7) Syntactical difficulty  
 
 
8) Vocabulary difficulty  
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21. Wandi 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
2 
 
 
 
3 
 
 
 
4 
 
 
 
 
5 
 
 
 
 
 
1) a succesful businessman who 
was also a commited socialist,      
 
2) she is remembered  as one of the 
major figures in the fight  for 
woman’s suffrage.  
 
.3).. it was her founding of the 
Women’s Social and Political 
Union (WSPU or The Union ) in 
1903 
 
4)..Christabel and Emmeline 
decided that a more militant 
approach was needed to force the 
government to take notice of their 
demands.  
 
5)Christabel and another WSPU 
member disrupted a Liberal Party 
meeting in Manchester  
 
 
1) ..to Robert Goulden. He was a 
successful businessman .. 
 
2) she is remembered as a major  
figure (pioneer)  in the fight of   
emancipation.  
 
 
3) ..founded  an organization Woman 
Socialist and Political Union  (WSPU)  
in 1903.  
 
4) Christabel and Emmeline used  a   
militant  approach,  which was needed  
to force the governement  to meet   
their demands.   
5) Emmeline and some WSPU 
members  took the protest to the 
Liberal Party meeting .. ... 
 
1) Syntactical dificulty  
 
 
2) Other factor & Lack of 
previous knowledge  
 
 
3) Lack of knowledge of 
rhetorical structure & L1 
interference  
 
4) L1 interference, & 
vocabulary difficulty  
 
 
 
5) Vocabulary dificulty  
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22. Rini 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
2 
 
 
 
 
3 
 
 
 
4 
 
 
 
5 
 
 
 
 
 
 
1) ..to Robert Goulden , a succesful 
businessman 
 
2)Together with her daughters, 
Sylvia and Christabel, she is 
remembered as one of the major 
figures in the fight for woman’s 
suffrage.  
 
 
3) However, convinced that such 
methods woul not bring the desired 
result, ... 
 
4) Christabel and Emmeline 
decided that a more militant 
approach was needed to force the 
government .. 
 
5) Christabel and another WSPU 
member disrupted a Liberal party 
meeting in Manchester by asking 
‘Will the liberal government ..’  
 
1)..Her father was a successful 
businessman   
 
2) Together with her daughters Crabel 
and Silva, they fought for women 
suffrage known as WSPU  
 
 
 
3) However,  it did not bring the 
desired result. .... 
 
 
4) Christabel and Emmeline decided 
that an approach to more militants was 
needed so that the governement  
 
5) Christabel and another WSPU 
member held a Liberal party meeting 
in Manchester. The issue that they 
brought up was ‘ Will the government 
..’ 
1) Syntactical difficulty 
 
 
 
2) Other factor & Syntactical 
dificulty  
 
 
 
3) Syntactical difficulty, & 
Vocabulary difficulty  
 
 
4) Vocabulary difficulty, & 
lack of previous knowledge  
 
 
5)  Vocabulary difficulty & 
Syntactical difficulty  
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23. Zaskia 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
2 
 
 
3 
 
4 
 
 
5 
 
 
 
 
1)Together with her daughters, 
Sylvia and Christabel, she is 
remembered as one of the major 
figures in the fight for woman’s 
 
2)..that really  fired the public 
imagination ... 
 
3) The motto of the WSPU was .. 
 
4) Christabel and another WSPU 
member disrupted a Liberal party 
meeting .. 
 
5) but Christabel refused, 
preferrring to go to prison .. 
1)Together with Syilvia Crane, Sylvia 
and Christabel remembered as afigure 
in the fight for woman superiority.  
 
 
2) which gained wide attention ...... 
 
 
3) WSPU had a motto .. 
 
4) Christabel and another WSPU 
member refused the liberal meeting 
party .. 
 
5) ,,but Christabel preferred to go to 
prison  
1) Other factor , Syntactical 
difficulty & L1 interference  
 
 
 
2)Vocabulary difficulty  
 
 
3)Syntactical difficulty  
 
4) Vocabulary difficulty & 
Lack of previous knowledge  
 
 
5) Syntactical difficulty  
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24. Naning 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
2 
 
 
 
3 
 
 
 
4 
 
 
 
5 
 
1) in Manchester in 1858 to Robert 
Goulden 
 
2)She is remembered as one of the 
major figures in the fight for 
women suffrage. 
 
3)On October 13, 1905, the day 
before a General Election, 
Christabel and another in 
Manchester by asking 
 
4)) Christabel and anothe WSPU 
member disrupted a Liberal Party 
meeting ,,,, 
 
5) ..who were summarily ejected .. 
 
1) in Manchester  in 1858  to Robert .. 
 
2)she is one of the founding figures  
for women suffrage 
 
3) On October 13,, 1905, there was a 
general election ... and there was a 
question  
 
4) Emmeline and Christabel came to 
the meeting .. 
 
 
5) ..who was going to be ejected .. 
 
1) Other factor  
 
 
2) Vocabulary difficulty & 
Syntactical difficulty  
 
 
3) Lack of comprehension 
monitoring & Syntactical 
dificulty  
 
4) Vocabulary difficulty  
 
 
 
5) Vocabulary difficulty  
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25. Milvi 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
 
 
2 
 
 
 
3 
 
 
 
 
 
 
 
1)Together with her daughters, 
Sylvia and Christabel, ..... in the 
fight for woman’s suffrage. 
 
2) The small group began with 
peaceful protests 
 
3) in Manchester by asking .. 
 
4) The question was not answered 
... who were then  summarily 
ejected from the meeting... 
 
1) Her daughters are Silvya and 
Elizabet  ..........fought for women 
suffer 
 
 
2) The small group held peaceful 
protests  
 
 
3)... in Manchester   
 
4) ..a question which was never 
answered...... ejected from the meeting  
 
1) Lack of Comprehension 
monitoring, Other factor & 
Syntactical difficulty  
 
2) Lack of comprehension 
monitoring  
 
3) Syntactical difficulty  
 
4) Lck of comprehension 
monitoring & Vocabulary 
difficulty 
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26. Sari 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
2 
 
3 
 
 
 
 
4 
 
 
5 
 
 
 
 
 
1)was born in Manchester in 1858 
..a succesful businessman who was 
also a commited socialist,  
 
2) ..together with her daughters .. 
 
3) it was 4)her founding of the 
Women’s Social and Political 
Union (WSPU or The Union ..... 
 
 
4) The small group began with 
peaceful protests. 
 
5)On October 13, 1905,  the day 
before a General Election, 
Christabel and another WSPU 
member ‘....in Manchester by 
asking .. 
 
6) The question was not answered 
so it was repeated by the women ... 
 
 
7) ..who were summarily ejected .. 
but Christabel refused, preferring.. 
 
 
 
 
 
1)..was born  in Manchester  in 1858  
...who was a successful businessman 
 
 
2)...together with her two daughters.. 
 
3) ..they founded WSPU or theUnion.. 
 
 
 
 
4)The small group was established to 
hold peaceful protests.. 
 
5)On 13 October 1905,  before a 
general election,  Christabel and 
another WSPU member ....asked a 
question to the government .. 
 
6) ..but the question was not answered 
so the women who were members of 
WSPU repeated the question  
 
7) ..ejected ..but Emmeline refused.. 
 
1) Lack of knowledge of 
rhetorical structure  
 
 
2) Other factor  
 
3) Lack of knowledge of 
rhetorical structure, 
Syntactical difficulty & L1 
interference  
 
4) Other factors  
 
 
5)Lack of comprehension 
monitoring & Syntactical 
difficulty  
 
 
6) Lack of knowledge of 
rhetorical structure & 
syntactical difficulty 
 
7)  Vocabulary difficulty & 
Syntactical difficulty 
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27. Sugeng 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
2 
 
 
 
3 
 
 
 
 
4 
 
 
 
 
 
 
5 
1) to Robert Goulden , a succesful 
businessman .who was also a 
commited socialist.. 
 
 
2)Together with her daughters, 
Sylvia and Christabel,  
 
 
3) it was her founding of the 
Women’s Social and Political 
Union (WSPU or The Union ) ... 
 
4) Christabel and Emmeline  
decided  that a more militant 
approach was needed....  
 
5) The motto of the WSPU was 
‘deeds not words’  
 
6) ) the day before a General 
Election, 
 
 
 
7) ..the question was not answered 
so it was repeated  
 
1)He was a businessman .....committed 
socialist ... 
 
 
2) She had two daughters Sylvia and 
Christabel  
 
 
3) Emmeline founded an organization 
for women called  ... 
 
 
4) Emmeline used   a   militant  
method. .. 
 
 
 
5) She  had a motto  ‘deeds not words’  
 
 
6) ..A day after the election ......in 
Manchester with a theme ... 
 
 
7) ..they repeated the question .. 
 
 
 
 
1)Lack of comprehension 
monitoring & lack of 
knowledge of rhetorical 
structure  
 
2) Lack of comprehension 
monitoring  
 
 
3) Syntactical difficulty, & 
L1 interference  
 
 
4) Syntactical difficulty  & 
L1 interference  
 
 
5) Syntactical difficulty  
 
 
6) Lack of comprehension 
monitoring & syntactical 
dificulty  
 
7) lack of knowledge of 
rhetorical question  
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28. Sinta 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
 
 
2 
 
3 
 
 
 
4 
 
 
 
 
 
 
5 
 
 
 
6 
 
 
7 
 
 
8 
 
 
 
9 
 
 
 
 
10 
 
11 
1)Emmeline Pankhurst was a 
succesful businessman who was 
also a commited socialist, and 
Sophia Crane, an ardent feminist.  
 
 
2)Sylvia and Christabel  
 
3) Although the suffrage movement 
had been active for at least 30 
years,  
 
 
4) it was her founding of the 
Women’s Social and Political 
Union (WSPU or The Union ) in 
1903 .that really fired the public’s 
imagination and made ‘vote of 
women’ the subject of the day  
 
5) The small group began with 
peaceful protest.  
 
6) However, convinced that such 
methods woul not bring the 
desired result, Christabel and 
Emmeline .. 
 
7) to force the government to .. 
 
 
8)These militant campaigners 
became known as suffragettes  
 
 
9) the day before a General 
Election, ....disrupted a Liberal 
Party meeting in Manchester by 
asking .... 
 
 
10) who were then summarily 
ejected .. 
11) but Christabel refused, 
preferring to go to prison... 
encouraging more women.. 
 
1)Emmeline Pankhhurst  was  a 
successful business woman  and  a 
socialist figure who was committed to 
woman rights .   
 
 
2) Sylvia and Isabel  
 
3) Although the woman movement  had 
existed .. 
 
 
4), .....they  established an organization 
named WSPU  in 1903  .....making the 
society aware and  produced a motto 
‘vote for woman’. 
 
 
 
5) The small groups began  to move 
with peaceful actions or protests.  
 
6) However,  they were aware that the 
peaceful method . would not make 
much impact  so Christabel and 
Emmeline  
 
7) to put pressure and force the 
government to  
 
8) . and those who challenged and got 
involved in the activities became known 
as suffragetttes  
 
9) ...before the general election was 
held,  .Christabel and another WSPU 
member came and disrupted the 
Liberal Party meeting   in Manchester. 
Then they asked  
 
10) ..who was ejected  
 
11) ..but christabel preferring to go to 
prison,.........eventually encouraging 
more women  
1) Syntactical 
difficulty, lack of 
knowledge of rhetorical 
structure, & vocabulary 
difficulty  
 
2) Memory 
 
3) lack of previous 
knowledge & Lack of 
comprehension 
monitoring  
 
4)Lack of knowledge of 
rhetorical structure, L1 
interference, syntactical 
difficulty, & vocabulary 
difficulty  
 
5)Other factor  
 
6) Vocabulary 
difficulty, & syntactical 
difficulty 
 
 
7) other factor  
 
 
8) Vocabulary difficulty  
 
 
9) Lack of 
comprehension 
monitoring , other 
factor & syntactical 
difficulty  
 
 
10) Vocabulary 
difficulty 
 
11) Syntactical 
difficulty & other factor  
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29. Riza 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
2 
 
 
 
 
 
3 
 
 
 
 
4 
 
 
 
 
 
 
 
 
5 
 
 
 
 
 
1)Emmelia Pankhurst was born in 
Manchester in 1858  
 
2)to Robert Goulden , a succesful 
businessman who was also a 
commited socialist, and Sophia 
Crane, an ardent feminist.  
 
 
3)Together with her daughters 
Sylvia and Christabel, she is 
remembered as one of the major 
figures in the fight for woman’s 
suffrage.  
 
4)  However, convinced that such 
method would not bring the desired 
result, Christabel and Emmeline 
decided that a more militant 
approach.... 
 
5) the day before a General 
Election, Christabel and another 
WSPU member attacked a Liberal 
Party meeting  in Manchester by 
asking ‘Will the Liberal 
givernment  
1)Emelia Fankpurt was born in 
Manchester ..... 
 
2)with her fatheras a successful 
businessman and a socialist  caretaker 
and her mother a feminist  
 
 
 
3) with her two daughters namely 
namely Sylvia and to fight for women. 
 
 
 
4) However,  the method  would not 
bring  the desired result, but they 
chose  to use  a more miltant  
approach ... 
 
 
 
5) the day before a general election, 
Christabel and another WSPU member  
were disrupted by the liberal party 
meeting  in Manchester. They asked 
with   ‘ Will the Liberal government....’ 
1) Memory  
 
 
2)Syntactical difficulty , lack 
of knowledge of rhetorical 
structure & vocabulary 
difficulty  
 
3) Other factor , memory & 
syntactical difficulty 
 
 
4) Vocabulary difficulty, 
syntactical difficulty, &L1 
interference  
 
 
 
5) Lack of comprehension 
monitoring & syntactical 
difficulty  
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30. Lina 
 
No  Text  Recall  Possible sources of 
errors  
1 
 
 
 
2 
 
 
 
 
3 
 
 
 
 
4 
 
 
 
5 
 
 
6 
 
 
 
 
1)to Robert Goulden , a succesful 
businessman who was also ... 
 
 
2)Together with her daughters, 
Sylvia and Christabel, she is 
remembered as one of the major .. 
 
 
3)The small group began with 
peaceful protest. However, 
convinced that such methods would 
not bring the desired result,  
 
4)Christabel and Emmeline 
decided that a more militant 
approach was needed .. 
 
5)The motto of the WSPU was 
deeds not words’. 
 
6)On October 13, 1905, the day 
before a General Election, 
Christabel and another WSPU 
member disrupted a Liberal Party 
meeting InManchester by asking 
 
7)So it was repeated by the women 
who were then summarily ejected 
from the meeting by the police 
 
1)..Her father was a successful 
businessman who also .. 
 
2)Together with both of her daughters,  
Sylvia and Cristabel,  they were 
remembered .... 
 
3)The small groupbegan with protests 
for peace.  However, this method did 
not bring significant results. 
 
 
4) Christabel and Emmeline decidedto 
do a militant approach  
 
5) The motto of the WSPU themselves 
was ‘deeds not words’  
6) On 13 October 1905, before a  
general election Christabel and 
another WPU  member .. in 
Manchester.They asked a question, 
 
 
7)so the other women who were 
ejected by the police women repeated 
the question. 
1)Syntactical difficulty & 
lack of knowledge of 
rhetorical structure  
 
2) Other factor & lack of 
comprehension monitoring  
 
 
 
3) lack of comprehension 
monitoring, syntactical 
difficulty  & Vocabulary 
difficulty  
 
4) L1 interference , 
syntactical difficulty  
 
 
5)Other factor  
 
 
6)Lack of Comprehension 
monitoring & syntactical 
difficulty  
 
 
 
7)lack of knowledge of 
rhetorical structure & 
vocabulary difficulty  
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